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CHAPTER 1
INTRODUCTION
Teaching,

learning and schooling are context bound or

situation specific

(Griffin,

1990).

one another in a variety of ways
rural,

urban,

wealthy,

Schools differ from

(e.g.,

impoverished,

small,

old,

new)

large,
yet

few

teachers receive the special training needed to understand
the

specific school

teachers,

in which they will teach.

For

each school presents a unique work environment

made up of a variety of

individual workplace factors.

Within the particular context of a school,

workplace

factors can have both negative and positive

impacts on

teachers'

In order to

abilities to perform their jobs.

understand teachers and teaching,
them within the total

context of

we need to understand
individual

schools.

It

may not be enough to study teaching in physical education
without

careful examination of the

influences of

school

context on that teaching.
It

is becoming more and more prevalent

for researchers

to study teachers and teaching within the context of the
school as a workplace
Little
1990;

Sc

McLaughlin,

Reyes,

1990;

(Bruckerhoff,
1993a;

1991;

McLaughlin,

Rosenholtz,

1989;

Talbert

Smyth,

understanding the school work environment
perspective of teachers,

Lieberman,

1988;

& Bascia,

1993).

By

from the

researchers can better understand

1

2
how

(if at all)

school context

influences teachers'

beliefs

about teaching physical education and their actual teaching
behaviors.

Purpose of Study
The purpose of this study was to gain an understanding
of how secondary school physical educators perceive their
schools as a workplace.

The specific research questions

that guided this research were
1.

How do secondary school physical education
teachers describe their work environment and what
do they describe as being significant when asked
to talk about their workplace?

2.

How do secondary school physical education
teachers perceive the

impact,

if any,

of the

school context on their teaching?
Through teachers'
interviewing,
the

photographs,

formal and informal

and non-participant observation,

I explored

school as a workplace from the perspective of secondary

school physical educators.

More specifically,

this

study

investigated how secondary school physical education
teachers

in three different

sense of these places
In the
this

schools described and made

in which they worked.

following sections,

study will be outlined.

the rationale and plan for

The study itself consists of

3
the

following chapters:

literature,

(c)

(a)

introduction,

methodology,

(d)

(b)

results and

review of
(e)

discussion.

Significance of the Study
This
reasons.

investigation is significant
First,

findings

the school workplace
school physical

for the following

from this research will describe

from the perspective of

secondary

education teachers who work in schools.

If

we are truly to understand teaching physical education in
secondary schools,

we must understand it

from the

perspective of those people who do it daily.
can be described,

and workplace factors can be identified

by both researchers and teachers alike,
provide the meaning that
workplace

While schools

only teachers can

school context and specific

factors give to their work.

Second,

findings

from this research will help us to

understand how some secondary school physical education
teachers view their work.

It

is reasonable to assume that

how teachers view their workplace may have an impact on how
teachers view their work.

The conditions of the workplace

have the potential either to facilitate or restrict
teachers"

abilities to perform or to be satisfied with

their teaching roles
talented people but

(Templin,

1989).

If schools recruit

fail to provide a work environment

in
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which they can become successful,

teachers will become

disillusioned with their careers,

no matter how well

qualified they are
addition,

(Conley,

individual

Bacharach,

& Bauer,

1989).

In

teachers may perceive the same

workplace conditions very differently.

Therefore,

it

is

important to identify ways to investigate schools as
workplaces that will allow researchers to understand not
only what

constitutes the school as a workplace,

but also

the relationship of the work environment to individual
teachers'

work.

Finally,

learning more about the relationship between

teaching physical education and the context of the school
as a workplace will give us

some clues about possible ways

to change

schools to make them better places to teach.

addition,

we may learn things that can help us to better

prepare physical

In

education teachers during their preservice

training and assist them during the transition to the
schools where they will teach.
Dreeben
workplace".

(1970,

1973)

coined the phrase

"school as a

He suggested that conceiving of schools as

workplaces allows us to borrow concepts and perspectives
from other disciplines that
apply them to schools,
understand.

study the world of work and

thus making schools easier to

Dreeben cautioned,

however,

that

schools

differ in their social and ecological arrangements.

As a

5
result,

teachers who seemingly are performing similar jobs

in different

school

settings very often have very different

jobs.
Dreeben's phrase also was
nature of

schools as social

community context
daily life.

intended to underscore the

institutions,

is part of the

For him,

for which

influence which governs

the workplace

included relationships

between schools and their external environments
political,
structure

economic,
(e.g.,

and social)

(e.g.,

as well as their internal

characteristic relationships of authority,

shared language and technology).
Presently,

researchers differ in their understandings

of what constitutes the school workplace.
researchers who have studied teachers'

Those

perceptions of the

school as a workplace report that teachers provide
dissimilar lists of workplace
Kershaw

(1987),

and Veal,

studied teachers'

factors.

Dombart

Clift and Holland

(1987),

(1989)

all

perceptions of their work environment,

yet they all presented a different package of

factors

pertinent to describing the school as a workplace.

These

scholars varied considerably in the terms they used to
refer to various aspects of schools as a work environment.
Although this

is expected given the differences among

teacher respondents,

research methods used,

and forms of

6
data analysis employed,

the lack of standardized

terminology makes it difficult both to read and synthesize
research on the school as a workplace.
Dombart

(1987)

directly addressed this terminology

problem by pulling together various terms used by authors
to describe the work setting in schools.
setting,

system,

Terms such as

systemic properties of the organization,

environment,

ecology,

context,

program organization,

institution,

climate,

and culture were all used in

reference to schools as places where teachers work.
Dombart

(1987)

observed that although different terms were

used to refer to the school workplace,
shared two major points.

the definitions

"The authors intended more than a

description of a physical plant and they intended to
emphasize the importance of a work setting for the
individual
behavior"

[teacher]
(p.

working in it and,

thus,

its impact on

14).

The secondary teachers in Dombart's
mentioned the building,
administrators,

the community,

other teachers,

(1987)

study

the school board,

and students when

describing the setting in which they worked.

They

described the school setting as being both rewarding and
frustrating and believed that what they did in the
classroom was the crucial function of the school setting.

7
Nevertheless,

they perceived their schools as operating as

though teachers were incidental,
Dombart's

(1987)

rather than central.

teachers believed that they had to

challenge and motivate themselves because their settings
did neither.
Kershaw

(1987)

used questionnaires and interviews to

identify workplace factors of importance to the career
satisfaction of effective teachers in elementary,
and high schools.

In Kershaw's study,

included working conditions,
systems,

job enrichment,
and status.

workplace factors

resources,

formal rewards system,

workload,

work control,

sense of achievement,

middle,

support

inclusion,

recognition,

growth,

She found that the majority of teachers

indicated that all of these workplace factors were
important to the quality of their worklives.
achievement,

growth,

Sense of

and formal reward systems were

consistently identified as the most important workplace
factors by these teachers.
Veal et al.

(1989)

asked both elementary and secondary

teachers to discuss their feelings about their school as a
workplace as part of a study about the relationships
between school context and learning how to teach.
study,

In this

responses referring to the school workplace were

grouped into four categories:

(a)

interpersonal

8
(interactions with administrators,
students);
student

(b)

instructional

learning,

colleagues,

(curriculum,

time available to teach,

and

teacher autonomy,
flexibility of

the teaching schedule,

and teacher/student ratio);

schoolwide discipline;

and

matters such as paperwork,

(d)

(c)

other noninstructional

meetings,

physical plant,

and

relationships of parents to the learning process.
The problem of conflicting language and terminology is
not the only one confronted by the reader of workplace
literature.
to discuss
as

A second difficulty is that researchers tend
findings

though they were

from studies of teaching and teachers
"workplace

free",

without reference to

the specific characteristics of the particular school
which the teachers were studied.
have analyzed teachers"

Too often,

in

researchers

work and reported findings with

little reference made to the influences that the school
workplace has on those

findings.

Such context-stripping

inevitably leaves research consumers wondering whether
similar findings would hold true
classrooms.

More to the point,

in their own schools or
the reader is left without

information that may be essential to understanding any
observation or conclusion.
Although it

is

have used the phrase

important to understand how scholars
"school as a workplace",

there is no

9
consensus

about

how teachers view their work environment

which workplace
important.

factors

Teachers

teachers

define

obviously are

and professionally by their work,
play a key role.

The workplace

such things

as

school,

amount

the

colleagues,

the number of

the

instruction,

as

instructional

of

equipment
well

as

freedom.

such everyday school
noise

levels,
of

time

All

these

in the

ability of

and the workplace may

certainly can
teachers

available

spend at

available

the perceived latitude
The work environment

have

influence

to work with

and materials

temperature,

flow.

as being

affected both personally

hours

conditions

as

class

ventilation,

the potential

teachers

or

for

of

also

includes

interruptions,
space,

to make

and traffic
a difference

to work effectively in their

schools.

Workplace

Conditions

Only a
conditions
Lawson,

few researchers
for physical

1989;

their work
implied a

Smyth,

shares

have

Education Teachers
studied workplace

education teachers

1993;

Templin,

1989).

a common conclusion.

(1970;

1973)

education.

(Griffin,

1985;

Nevertheless,

Their work has

strong relationship between the

and teaching physical
Dreeben

for Physical

school

In other words,

suggested more generally,

context
as

teaching

10

physical education classes in different schools may be very
different work due to factors comprising the workplace,
Griffin

(1985)

cautions us that it is important to

consider contextual factors when assessing the quality of
instruction inside the gym.

The school context in which

physical education programs exist has a tremendous
influence on both the types and the quality of programs
offered.

Physical education programs are different in part

because schools are different.
condition of equipment,
facilities,

Such things as amount and

student/teacher ratio,

available

and administrative support are all examples of

contextual factors that influence the quality of physical
education programs in the public schools.
By understanding these and other contextual
influences,

we can begin to differentiate problems within

physical education programs from problems within a specific
school context.

For too long,

physical educators have

taken full responsibility for poor physical education
programs in our schools when the context for teaching has
presented "large class sizes,

inadequate resources,

and

hiring practices which select teachers not on the basis of
their ability to teach but upon their potential as a coach"
(Bain,

1983,

p.

41).

education programs,

In order to have quality physical
schools will have to accept their share

11
of responsibility by providing a supportive context

in

which quality programs can exist.
Many times,

secondary physical education teachers are

able to provide quality programs
adequate conditions
Templin,

1983) .

(Locke,

Templin

in spite of

Griffin,

(1983)

less than

& Templin,

edited a series

1986;
in which

fourteen outstanding secondary school physical educators
were profiled as excellent teachers.
edited a series of seven profiles

Locke et al.

(1986)

in which physical

education teachers were presented as struggling to overcome
obstacles
the

in their workplace.

impact that the individual

Here,

the authors recognized

schools had on quality

physical education programs.
What we are most
teachers

likely to know about working

is that they often are talented,

dedicated,

and energetic,

but because of obstacles encountered in

the workplace,

they never reach the excellence

which they strive,

or they achieve it only on rare

occasions of special triumph
p.

(Locke et al.

1986,

32) .

Contextual

factors not only affect programs but also

affect teachers,
Templin

for

(1989)

both personally and professionally.

warns us that these contextual

influences

may be more powerful than one's professional training or
past experience.
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Learning what these contextual
big part of a teacher's job.

This

factors are becomes a
is especially true

for

first year teachers or even experienced teachers who
transfer to a new workplace.

Much of new teachers'

time is

spent trying to figure the workplace out and trying to
understand their job in relation to the expectations of
their workplace,

Lawson

(1989)

talks about

induction into

physical education as occurring in two stages,

the

first

being the professional preparation program and the second
being induction into a new school.
that

is of

is this

second stage

interest here.

Lawson

(1989)

socialization"

calls this second stage

(p.l49),

interact and learn once
term,

It

referring to how new teachers
in the workplace.

"organizational culture"

(Lawson,

indicate what new teachers learn.
and economic

factors,

He uses another

1989,

p.l51),

to

Lawson names political

organizational

factors and personal-social
workplace conditions

"organizational

factors,

factors as

situational

influencing

for physical education teachers.

For many new physical educators,

this induction period

is a trying experience and dealing directly with workplace
factors

is a big part of gaining membership and acceptance

into the local occupational community.
what

it

Teachers must learn

is that they have to do in order to cross the line

13
from outsider to insider within the context of their new
workplace.
Lawson

They work hard figuring out how to cross what

(1989)

calls

"functional boundaries"

"inclusionary boundaries"

and

(p.151).

Crossing functional boundaries certifies that new
teachers can teach in ways that are expected and accepted
within the school

community.

For example,

if

programs are the norm throughout the school,

innovative
teachers will

expect a new physical educator to provide an innovative
physical education program.

Crossing inclusionary

boundaries means that a new teacher has been accepted as
"one of the gang"

and can now experience friendships and

professional relationships with other teachers
school.

Some teachers cross these boundaries with relative

ease while some may never cross them,
outcome,

in the

site-specific expectations

environment

but whatever the

inherent

in each work

strongly influence the work lives of new

physical education teachers during induction

(Smyth,

1993).

The previous discussion signals a need to understand a
teacher's workplace before one can expect to understand a
teacher's behavior in that workplace.

Put another way,

in

order to understand teaching we need to understand the
context

in which teaching takes place.

By focusing our

attention on schools as workplaces we can better understand

14
how teachers perceive their work environment.
effectively,

To do so

we need to solicit the opinions of teachers

and gather information about teachers'
school work environment.
their waking hours

Teachers

perceptions of the

spend a large portion of

living and working in schools.

Many

spend their entire teaching career in one single school
building.

This

is a significant amount of time spent

in

one workplace.

A Need for Boundaries when Looking at the School as a
Workplace
Literature defining the school as a workplace was
sparse and the portion pertaining to physical educators was
almost non-existent.

As a result,

literature on other

topics was used to conceptualize a framework for
understanding the school work environment of teachers.
Descriptive accounts of schools,
of culture,
culture,

literature on the topics

organizational culture and ultimately school

and literature describing organizations and

schools as organizations were the primary resources
this

framework.

A pilot

for

study in which elementary school

teachers were interviewed about their perceptions of their
school work environment
source

(Pinkham,

from which a conceptual

1990)

was the second

framework for understanding

the school as a workplace was constructed.

15
When thinking about
draw boundaries

schools,

it became

in order to keep the

manageable and applicable.

important to

framework both

Inside each school

thousands of

actions and interactions occur on a regular basis.

All

these activities could be considered workplace factors
which could affect teachers and their teaching.
it

is not helpful

that

Even so,

to suggest a definition of the workplace

is extremely broad and inclusive.
Examples

from the literature point out that references

made to the school work environment have been varied and
differ in their definition.

It

is

important to narrow this

focus to a set of concepts that will capture the essence of
the workplace that
schools
school.

--

those

individual

teachers experience inside

factors that are unique to each individual

By doing so,

one may be better able to understand

some of the complicated relationships between teachers'
workplaces and teachers'

What will not be
While

it

is

work.

Included in this Framework
important to establish a common language

for understanding the school as a workplace,
important to set clear boundaries
not be

included in the discussion.

environment of teaching,

it

is equally

for what will and will
When considering the

it must be understood that much of
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what goes on in schools

is related to forces

from outside.

A school's

surrounding environment makes up a system of

which that

school

is a part,

and influences

environment permeate the school boundaries.

from that
We can

designate everything outside the school as being a part of
that

school's environment

these outside

(Birnbaum,

1988;

Hall,

1977)

and

factors play a major role in what goes on

within the school's boundaries.
For example,

schools have an intimate relationship

with the community in which they exist.

This particular

contextual element determines such things as the student
population,
Sweeny

local

(1983)

tax support,

and program emphasis.

refers to these external

forces as ecological

influences and cites as examples resource allocations,
values
control

for education within the larger society,
attitudes

(e.g.,

communities'

attitudes about the

school's responsibility in terms of social
rights,

students'

rights),

educational

political moods and movements.
the

social

issues,

ideologies,

civil
and

All of these will affect

internal day-to-day functions within a school.
There is a continuous and everchanging influence on

schools

from the outside and to assume that these outside

forces do not exert a major influence on the work that
teachers do inside schools and classrooms would be an
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error.

Although outside environmental forces do exist,

it

is beyond the scope of this paper to identify all the
external forces that affect schools and the work of
teachers.

On the other hand,

it is impossible to keep the

influence of these outside forces from creeping into
discussions about things that occur inside schools.

The

purpose here is to focus on the work environment inside the
school.

While influences from outside forces may

occasionally be inferred,

it is my intent to try to work

within these internal boundaries.

What will be Included in this Framework
The literature provides little understanding about
what actually constitutes the complexity of the school
workplace as it relates to the work that teachers do.

Much

of the literature identified with the key phrase "school
workplace"

consists of articles that focus on schools as

places where teachers work,

but does not provide clear

definitions for understanding the term "school workplace".
What one can find from this blend of literature is a
variety of definitional frameworks for studying schools.
Some authors provide rich descriptions of schools
(Cusick,
1971).

1973;

Goodlad,

1984;

Peshkin,

1986;

Smith & Keith,

Some authors study schools from a cultural
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perspective
Firestone,

(Lieberman,
1988;

Sarason,

as organizations
Rosenholtz,

1988; Rossman,
1982)

Corbett,

while others study schools

(Corwin & Edelfelt 1977;

1989).

&

Gray,

ND;

Although all of these perspectives have

implications for understanding schools and the work
teachers do in schools,

no single perspective accurately

represents the multifaceted nature of the school workplace
as experienced by teachers.
None of this is to say,

however,

that school workplace

factors cannot be identified by inference from studies that
investigate teachers,

schools,

and the work teachers do.

Investigators have been able to identify factors in the
workplace that have an effect on teacher stress

(Schwartz,

Olsen,

attitudes

Bennett,

(Sergiovanni,
(Allison,

& Ginsberg,

1969),

1986;

1983),

on teachers'

and on teachers'

Rog & Pinkham,

job satisfaction

1987).

Other workplace

factors for teachers have been related to school
improvement
1986;

(Duffy & Roehler,

1986;

Fullan,

Lieberman & Rosenholtz,

1987;

Lightfoot,

effective schools
Smith,

1983),

development
Dodds,

1989;

(Cohen,

1973; Little,

1985;

1982;

Guskey,

1986),

to

Purkey &

and to effective staff and teacher

(Little,
Rossman,

1982;

Pinkham,

Corbett,

Hickey,

& Firestone,

Boscardin &
1988).

While individual workplace factors can be inferred
from studies such as those mentioned above,

it is important
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to remember that they are no more than contextual elements
that are peripheral to the primary research interest of
individual researchers.

This literature provides no

example of a direct systematic attempt to explore workplace
factors per se.

Completed studies provide neither a

sufficient basis for organizing workplace factors into a
conceptual framework nor for establishing the nature of the
relationships between any given factor and particular
consequences for teachers'

lives and teachers'

work.

While isolated workplace factors can affect specific
aspects of teaching and while partial understanding of the
school workplace can be achieved from within each of
several perspectives,
physical place,

I propose that the combination of the

how that place is organized to facilitate

the work of teaching,
individual school,

and the culture within each

taken together,

provide a useful way to

understand the school as a workplace.

Each of these three

vantage points will be examined in more detail in the
literature review

(Chapter Two).

An important point for readers to remember is that all
teachers,

regardless of their subject matter specialty or

grade level,

are equally affected by school context -- but

not necessarily in the same way.
assumption,

Because of this

and because little literature addresses
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workplace conditions for physical educators,

the following

literature review will present studies from general
education to provide some understanding of the school
workplace for all teachers.

In some ways,

physical

education teachers will experience their workplace in much
the same way as other teachers.

In other ways,

physical

education teachers will experience the workplace very
differently.

CHAPTER 2
REVIEW OF LITERATURE
The literature in this chapter explores the school
workplace in terms of its relationship to teachers'
To understand this relationship,

work.

three broad views of the

school as a workplace have been identified and presented as
a structure for this review of literature:
setting of the school,
the school,
work.

and

(c)

(b)

(a)

the physical

the organizational aspects of

the culture in which teachers do their

These components have been identified as separate

but intertwined parts that comprise the school workplace
for teachers.
Each domain will be presented separately to illustrate
that the school workplace can be viewed in isolated parts
that singly,
schools.

and in combination,

affect teachers'

The general education literature will show the

relationship between each domain and teachers'
schools.

work in

work in

Although physical education teachers are included

in this group,

the physical education literature will

identify specific relationships between the workplace and
secondary school physical educators.
Although presented separately,

it is the combination

of these three domains that create "the school as a
workplace"

for teachers.

as single parts,

Teachers experience schools,

but as a combination of parts.
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not

Teachers
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teach in schools where all three domains come together to
create a school work environment.

The Physical Characteristics of the School as a Workplace
Many researchers have identified physical
characteristics of schools
McLaren,

1986;

(Cusick,

Smith & Geoffrey,

1973;

1968)

descriptions of life in schools.

Everhart,

1983;

as part of rich

Perhaps this is because

the physical characteristics of schools are the most easily
observable to the outsider.

Less observable,

interest to many researchers,

but still of

is how the internal physical

arrangement of schools affects students and teachers.
The basic design of teachers'
environment

(the classroom)

most immediate work

has changed very little since

its evolution from the one room schoolhouse to the
multiroom school.

Dreeben

(1970)

discussed the internal

spatial arrangements of schools and their implications for
the work and career development of teachers.

He suggested

that the most obvious characteristic of schools is their
division into isolated classrooms,

each containing an

aggregate of pupils under the direction of one teacher.
This physical separation encourages teachers to work in
isolation and limits their opportunities to observe each
other's work or to learn firsthand from their colleagues.
Lortie

(1975),

suggesting that schools have traditionally
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been organized around teacher separation rather than
teacher interdependence,

portrayed the modern school as

developing from a series of
to be

"self-sufficient".

as the

"egg crate"

school

"cells"

which were structured

This concept has come to be known
(Lortie,

1975).

Open-space schools constituted the

first major

architectural departure from the traditional egg-crate
school buildings

(Weinstein,

1979).

The deliberate

physical design of open-space schools presents unique
workplace
present

factors

for teachers that are not necessarily

in traditional

designed without

schools.

Open-space schools were

interior walls with the intent

to permit

flexibility in scheduling and spatial arrangements,
encourage

interaction among students and teachers,

facilitate team teaching,

and allow for learning options

that the self-contained classroom was less able to support
(Weinstein,

1979).

Researchers who have
characteristics of

focused on the physical

schools primarily have addressed the

influences of the physical environment on students and on
students'

work rather than on teachers and teachers'

A review of research on the
on student behavior,
has

some

implications

work.

impact of classroom environment

attitudes,

and achievement,

for teachers.

Weinstein

however,

(1979)

reported that working in an alternative environment.
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specifically open-space schools,
interaction among teachers;
autonomy,

satisfaction,

school,

study of the

Conversely,

in Smith and

failure of one open-space

the negative effects of building design on

organizational
were

placed value on

and required less time to be

spent on routine activities.
(1971)

provided greater feelings of

and ambition;

evaluation by colleagues;

Keith's

led to increased

factors

structure,

teachers'

attitudes,

and privacy

in the failure of the innovation to survive

the early stage of

implementation.

Even though these two

studies note contradictory effects of the physical
characteristics of the workplace,

one point

findings such as these suggest that there

is clear;

is a relationship

between the physical environment and teachers'

work.

With the exception of the open-space school,

the

physical design of schools has changed very little over the
years.

The popular

"egg-crate"

design of schools continues

to influence teachers to work alone
classrooms and makes

it difficult

in their own individual

for them to congregate or

to physically observe one another's teaching.
as

size,

shape,

design,

Such things

and physical condition of

classrooms

influence how teachers can and cannot use their

classrooms

in terms of spatial arrangements.

The physical

location of the classroom in relation to the rest of the
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school may dictate such things as whom the teacher sees and
talks with regularly,

what noises and distractions the

teacher must address,

and who,

that

if anyone,

is aware of what

teacher is doing.

Physical

Characteristics of Schools

in Relation to Physical

Education
Among those researchers who do address the workplace
for physical education teachers there is some discussion
about

the physical characteristics of schools

1985:

Locke,

1983).
there

Griffin & Templin,

Griffin

(1985),

like Dreeben,

Smyth,
has

1993;

Templin,

implied that

is a relationship between the workplace and teachers'

work.

Others have indicated that workplace conditions

(e.g.,

gymnasia that double as cafeterias,

indoor facilities,
facilities)
(Griffin,
1993;

1986;

(Griffin,

quality of

and location and availability of outdoor

play a major role in the work lives of teachers

1985;

Templin,

Locke,

Griffin & Templin,

1986;

Smyth,

1983).

The gymnasium as an

''isolated cell”.

The literature

from general education indicates that the internal

spatial

arrangements of schools

influences the work and career

development of teachers

(Dreeben,

Weinstein,

1979).

1970;

Lortie,

1975;

It has been argued that being physically

isolated into separate classrooms creates a workplace where
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teachers'

opportunities to observe one another and to

communicate about their work are severely limited
1970;

Lortie,

1975).

As a result,

teachers are

(Dreeben,

forced to

become self-sufficient and to work independently.
Hargreaves

(1993)

argues that

isolation created by the

architecture of school design offers teachers something
they would naturally seek anyway -- privacy and
individualism.

He goes

isolation is the
(p.

72)

choose

further to suggest that teacher

"base of their occupational culture"

and that most teachers

if given the choice would

isolation over any type of collaborative effort.

Hargreaves concludes that the idea that
negative implications for teachers
Isolation is something that
actively worked for.
diversions
give

It

isolation has

is unproven.

is self-imposed and

fends off the digressions and

involved in working with colleagues,

to

focus to instruction with and for one's own

students.

Isolation in this view,

then,

is a sensible

adaptive strategy to the work environment.
(Hargreaves,

1993;

p.

58)

Research in physical education has traditionally
inferred that

isolation is a negative aspect of teaching

physical education in public schools
1986;

Locke

negative,

& Massengale,

1978).

(Locke

Whether it

physical educators are not

& Griffin,
is positive or

spared from physical
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isolation.

The physical education literature has addressed

this issue in some detail and implies that this problem of
teacher isolation is even more severe for physical
educators than for other teachers.
classrooms,

Gymnasia,

like

are self-sufficient cells within the school

where teachers can close the door and teach in total
isolation.

Even in gymnasia where two teachers teach

simultaneously,

curtains are pulled,

walls are erected,

and

separate teaching stations are created.

The physical location of gymnasia and teacher
isolation.

In addition to the isolation faced by classroom

teachers due to the "egg-crate" design of schools,

physical

educators are subjected to further isolation as a result of
the location of gymnasia in schools.
located on building peripheries,

Gymnasia are often

where teachers are far

away from routine contacts with other adults.

This prevents

physical education teachers from interacting with other
teachers with the same frequency as that sustained or
possible among classroom teachers.

In turn,

the isolated

location of the gym discourages other teachers from
visiting physical educators.
Often physical education teachers spend hours in their
gyms with little opportunity to converse with any other
adults.

This is especially significant when one is the
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only physical educator in the school -- which is common at
some small secondary schools and at most elementary
schools.

These physical educators find themselves alone,

not only cut off from regular contact with other physical
educators who understand their work,

but isolated from all

interaction with school personnel.
Physically isolated from their colleagues,

many

physical educators ironically interpret this independence
as autonomy.

In many situations,

secondary school physical

education teachers have the freedom to teach whatever they
wish and to evaluate students in whichever way they deem
appropriate

(Veal,

1988) .

They receive little,

critical evaluation by administrators.

Most secondary

physical education teachers would list this
one of their most desired workplace factors.
on the other hand,

calls this

if any,

"autonomy" as
Bain

(1984),

"an autonomy born of neglect"

and attributes it to a lack of support from school
administration

(p.

137).

The physical design of gymnasia.

Unlike location of

gymnasia and the isolated cell phenomenon shared with other
teachers,

a third physical aspect,

one that has not been

discussed in the physical education literature,
physical design of gymnasia.

is the

In spite of the fact that

school design has changed very little over several decades.
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experimentation with open-spaced schools has been
documented in the educational literature
1971; Weinstein,

1979).

(Smith & Keith,

Although open-spaced schools were

designed for a variety of reasons,

one that relates

specifically to this research was to find an alternative to
the

"egg-crate" design of schools that would enhance

teacher interdependence within the workplace.
contrast,

In stark

school architects have not been prompted to find

alternative designs for the traditional

"gymnasium".

Gymnasia have been intentionally designed to
accommodate athletics,

most commonly basketball,

only later

adapted for physical education classes with a variety of
other activities.

With some exceptions

indoor ropes courses,
rooms),

climbing walls,

(auxiliary rooms,

and multipurpose

little attention has been given to the particular

needs of physical education
variety,

program goals,

(e.g.,

class size,

diverse ability levels)

designing physical education facilities.

content
when

As a result,

physical education teachers have historically been
challenged to develop their indoor curricula to fit within
the

"basketball court" design restrictions of traditional

gymnasia.
The physical education literature shows no attempts to
consider alternatives to the "basketball court" design of
gymnasia.

School officials seem content to have physical
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educators teach in facilities that are designed not for
teaching physical education to large numbers of students
with varying skill levels,

but for staging athletic

contests for an elite few who are highly skilled and highly
motivated.

Other physical characteristics of concern to physical
educators.

Other physical characteristics of schools of

particular concern to physical education teachers are
temperature,

acoustics and lighting.

are either too cold or too hot.

Many times gymnasia

Large size makes gymnasia

not only difficult to regulate in terms of temperature but
also difficult to teach in because of acoustics.
may be a problem because of too few windows,

Lighting

windows that

are covered to protect them from balls and other sports
equipment,

or simply inadequate candle power in lighting

provided to accommodate the distance and space from
lighting source to activities.

When the very subject

matter requires students to be moving and active,
crucial that heating,

it is

lighting and sound features of the

setting do not detract from the learning environment.

Summary
These findings suggest that physical education
teachers,

like their colleagues,

experience an intimate
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relationship between their physical environment and their
work.

Physical educators work in classrooms where little

opportunity is afforded to interact professionally with
their colleagues.
crate"

This

design of schools

result of teacher choice
In addition,

is,

in part,

(Lortie,

a result of the

1975)

(Hargreaves,

and,

a

1993).

educational researchers have given little

attention to the physical design of schools.
education literature
attempt

in part,

"egg-

The general

indicates that there has been some

to experiment with school design to create

alternative physical environments that would be more
supportive of teachers'
because of
physical

findings that

work.

This has been encouraged

suggest a relationship between the

characteristics of schools and teachers'

work.

Other investigators argue that traditional classroom design
(isolated classroom cells)

and physical

location of

classrooms encourage teacher separateness and
independence.
Although there has been little discussion in the
physical

education literature about the relationship of

gymnasium design to the work of physical education
teachers,
physical

similar findings to those above

indicate that the

location of most gymnasia within schools,

along

with job descriptions that require physical educators to

32
supervise

students

inside locker rooms,

cause physical

education teachers to be isolated from their colleagues.
This

isolation decreases physical educators'

opportunities

to interact professionally with their colleagues and
diminishes public visibility of physical education
programs.

With only a few instances mentioned in the

physical education literature,
physical

the relationship of the

characteristics of schools to physical educators

and their work is not yet

fully understood.

The Organizational Characteristics
of the School as a Workplace
The physical

characteristics of schools are only part

of a teacher's work environment.

It also is

important to

look at how schools are organized as communities of people
to carry on the business of education and,
particularly,

more

how teachers perceive their work in relation

to this organizational

structure.

The literature on

schools as organizations describes the explicit social and
political parameters of schools as work environments

for

teachers.
Allaire and Firsirotu

(1984)

organizations can be understood as
This analysis defines what

propose that
sociocultural

systems.

I have referred to in this paper
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as the organizational aspect of schools.
Firsirotu define the sociocultural

Allaire and

system as

composed of the interworking of formal
strategies,

structures,

policies and management processes,

and of

all ancillary components of an organization's reality
and functioning

(formal goals and objectives,

authority and power structure,
reward and motivation,

control mechanisms,

process of recruitment,

selection and education,

sundry management processes

(p.213).
The key phrase here is

"formal

structures".

The

organizational aspects of the school are explicit and known
to everyone in the workplace as the formal
the organization.
rules,

Usually written in the

regulations or policies,

interworkings of
form of school

these organizational

aspects of the workplace contrast with the cultural aspects
of the school which tend to be

informal,

implicit and

learned through personal networking and communication among
groups and subgroups of teachers.

The cultural aspects of

schools will be discussed in more detail

in the next

section of this literature review.
The term "organization"
the physical

implies orderliness.

structure of school buildings,

Within

schools are

organized to carry out the business of education in an
orderly manner.

The general

literature has provided us
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with an understanding of

this

workplaces

the

for teachers,

For the purpose

of

refers

from explicit

systems

and Firsirotu above)

structures

that

day activities within an

although

schools

basic ways,
make

education

lives

in place

individual

literature

in

schools

corporations,

understand how they are

be

of

share

organizations,

similarities.
cannot

be

to govern the

the

Because

day-to-

that
in

that

share

organizations
it

is

some

(e.g.,

helpful

required before
organizational

to

similar to other organizations.

some

literature,
applying

to

should

schools.

similarities with other types

differences
of

it

however,

outweigh the

these differences,

inferences

extrapolated thoughtlessly from the

organizational

some

from workers'

schools

and businesses),

from organizational

schools

an

school.

Because

considered carefully before

Although

as

resulting

has pointed out

of

as

outlined by Allaire

different

characteristics with other types

Information

school

significantly in other ways

in other organizations.

churches,

school

similar to other organizations

they differ

teachers'

lives

are

are

(as

schools

structure.

"the

to order within the
or

of

organizational

this paper the phrase

organization"

General

second aspect

literature,

and a careful

attempting to
literature

to

comparison

apply findings
situations

in

from

school

is
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organizations.

Our understanding of schools as

organizations and the implications for teachers'

work can

be greatly enhanced by recognizing how schools resemble and
differ from other organizations.

How Schools Resemble Other Organizations
Like other complex organizations,

schools have formal

structures in place that help the organization maintain
itself.

Allaire and Firsirotu's

(1984)

definition

presented six areas in which structures are firmly in place
to guide the work in organizations:
objectives,

authority and power,

and motivation,
education,

formal goals and

control mechanisms,

process of recruitment,

reward

selection and

and sundry management processes.

Lawson

(1989)

provides four examples of similar structures that are in
place within school organizations to direct the work that
teachers do in schools:
allocation system,
reward systems.

a goal system,

a resource

an evaluation system,

and prestige and

Because schools are similar to other

organizations in some basic ways,

these authors provide

comparable examples from the organizational literature and
the education literature.

Regardless of which particular

structures are given as examples,

these investigators

suggest that these structures are firmly in place to
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maintain order and continuity within the workplace.
Lawson's examples will be used to illustrate how these
structures

function in schools and in turn guide the work

of teachers.
A goal

system orients the school

or multiple purposes

for a school

grouping or the promotion of
and students.
may not

staff toward singular

such as heterogeneous

social tolerance among staff

Teachers within a particular school may or

support these goals but

in either case are

responsible for communicating goals to students and
parents.
A second system designates the allocation and
distribution of resources
funds.

Teachers must

such as equipment,

facilities and

identify their needs and communicate

them through some formal process to heads of departments,
principals,

or school

committees.

Negotiations may then

take place to determine who gets what

in terms of the

available resources.
Another system exists
evaluation of teachers'

for the control,

work performance,

system establishes prestige and rewards
work within the school.

supervision and

and a fourth

for the people who

The last two systems vary greatly

in the place they occupy in school

life.

evaluation and supervision of teachers'

The explicit
work is pervasive
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in some schools and virtually nonexistent
same

is true of provisions

in others.

The

for a system which apportions

prestige and rewards.

How Schools Differ from Other Organizations
Although similarities between schools and other
organizations can be found,

there are major differences

that make schools unlike other organizations.

Unlike some

organizations that are designed to be efficient and change
their organizational
meeting that goal,

secondary schools have remained

structurally the same
secondary school
that

structure when they are no longer

in spite of changing demands.

The

is not effectively organized for the work

is expected of today's teachers and teachers do not

agree about appropriate workplace conduct

{Bruckerhoff,

1991) .
In secondary schools,

teachers are grouped spatially

and organizationally into departments
This

(Johnson,

is not unlike many other organizations.

however,

the particular department

In schools,

in which one

determines status within the organization.

1990) .

is a member

Teachers are

grouped into departments according to the particular
subject

they teach.

Johnson found that although teachers

identified strongly with their departments,

special

subject
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areas

(art,

arts,

business,

home economics,

education)

were less

music,

special education,

industrial

and bilingual

likely to have consistent and

predictable departmental
academic

physical education,

structure.

Departments of

subjects were more clearly defined and members of

these departments were afforded a higher status than those
in

"nonacademic subjects".

In addition,

departments

in

schools unlike those in other organizations are led by
department heads who according to Johnson

(1990)

"act more

as representatives and facilitators than as authorities"
(pp.

176).
A careful and detailed comparison done by Handy and

Aitken

(1986)

reveals

four distinct differences between

schools and other organizations and a fifth is contributed
by Dreeben
management,
role

(1970,
(b)

switching,

1973).

Schools have

(a)

a multitude of purposes,
(d)

students to serve.

no advancement

no time for

(c)

the concept of

for teaching,

and

(e)

Understanding these differences will

help us to become more sensitive to the unique
organizational characteristics of the school as a
workplace.
First,

schools have no time or personnel

for

management when compared with business organizations with
numerous

full-time managers.

Schools are organized with
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one,

two,

managers

or three top managers and only a few part-time
(e.g.,

schools).

department heads

in the case of

secondary

These department heads combine managerial with

teaching responsibilities and are clearly teachers first
and managers second.
In spite of the fact that all teachers are managers,
teachers are given little time or adequate space for their
management responsibilities
equipment maintenance,
grades,

(e.g.,

attendance,

budgets,

follow-up to disciplinary actions,

student progress records).

Conversely,

in many

other organizations managers are hired specifically to
manage and are given adequate time,

office space,

and equipment to aid their efforts.

In addition,

managers are usually given additional

supplies
these

secretarial

assistance.
When teachers are given release time to address their
managerial tasks they often find it difficult to work with
other teachers because they rarely have the same free
time.

Although it

is rare to see office space assigned to

anyone other than a senior administrator,

secondary school

physical education teachers usually do have an office.
When offices do exist,

however,

they are often located

inside locker rooms and in large departments,
two or more teachers.

This provides

shared among

little privacy for
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conversations to occur and limits accessibility to only
those of

similar gender.

space must

Teachers who do not have office

carry out virtually all their work in classrooms

which they share with students or in places which also have
other uses

(e.g.,

teachers'

lounge,

library,

main office,

or conference room).
In many other organizations,

senior managers spend up

to 60 percent of their time in meetings
1986).

Teachers have little time available for meetings

and must
Dodds

(Handy and Aitken,

schedule these around their teaching

& Boscardin,

1993).

Thus they must meet primarily

during times that they consider their own
school,

before school,

preparation periods).

(Woodilla,

(e.g.,

after

and during lunch breaks and
It therefore becomes difficult

for

teachers to get all their managerial work done within
school

time.

A second way schools are different
organizations

from other kinds of

is that they have a multitude of purposes.

Unlike other organizations that have goals that are simple
and easily understood
customer satisfied,

(e.g.,

make a profit,

keep the

produce a quality product),

schools

have many expectations placed upon them by society and are
sometimes

faced with conflicting expectations and no simple

ways to measure success.

Without a clear mission,

there
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are no criteria for deciding how to measure success or to
allocate resources.

It becomes difficult,

measure the progress of students,
departments.

teachers,

therefore,

to

programs,

or

All decisions become subjective and

discussions among teachers and administrators escalate

into

political debates about priorities among various purposes.
As a result,
tenuous

teachers often find themselves caught

situations.

They may or may not be clear about

what

is expected of them and their work.

same

school workplace may have very different

opinions about what

in

is expected of them.

Teachers

in the

ideas and

In addition,

the

school workplace may expect teachers to work towards
several

(perhaps conflicting)

purposes at once.

A third difference between schools and other
organizations

is the concept of role switching.

organizations hire specialists to fill
descriptions.

Teachers'

likely to change.
descriptions,
that

specific job

jobs are less specific and more

Although not always written in their job

teachers are often given responsibilities

require them to fill very different roles

administrator,
chair).

Role

Most

coach,

committee member,

(e.g.,

or department

switching can occur as a complete switch --

teacher gives up teaching to become an administrator.
commonly,

role

a

More

switching occurs daily --a teacher switches
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from teacher to coach,

teacher to committee member,

teacher to department chair.

This constant switching of

roles can cause teachers to feel role ambiguity,
conflict,

or

role

or role strain.

Role ambiguity occurs when teachers are not clear
about their role expectations.

For example,

a teacher who

also is serving as a department head during tense times
(e.g.,

when threatened with budget cuts)

to respond to colleagues'
decisions.

may not know how

questions about administrative

The teacher wants to remain true to the role of

a loyal friend and colleague as well as to the role of
trusted administrator.
Role conflict may occur when teachers take on new
roles in addition to teaching and are expected to do
something totally opposite from what is expected of them in
another role.

For example,

a teacher may experience role

conflict when asked to be department chair in addition to a
regular teaching load.

As a teacher,

this person has

developed collegial relationships with the other teachers
in the department and is considered as "one of the gang".
In the managerial role,

however,

the same teacher is

expected to observe and evaluate the effectiveness of these
colleagues.

This dual role may cause conflict in the way

the teacher interacts with other teachers in the department
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and vice versa.

Additional roles that are common for

physical education teachers are coaching,

teaching health,

and administering athletic programs.
Role strain occurs when teachers have two or more
roles that compete for their time.
president of the local teachers'

Teachers who become

union or coach an athletic

team may find that this added role requires some of the
time that was once devoted to teaching.
A fourth difference between schools and other
organizations is that there is no opportunity for
advancement within teaching.

Teachers who want to advance

have nowhere to go but out of teaching and into
administration or completely out of education.
cases,

In some

such an advance takes good teachers out of the

classroom and into positions where they have increasingly
less contact with students.

There is a clear assumption in

the school organization that good teachers make good
managers and poor teachers make poor managers.

Advancing

or being promoted in a school system means a teacher must
leave the classroom for administration,

implying that

career success means moving away from teaching and into
managerial roles.

Although this form of advancement is

sought by some teachers,
competitive,

it often becomes difficult and

because there are very few administrative

positions available in schools.
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Some good teachers are offered the reward of becoming
part-time managers

(department heads or head teachers).

Many other organizations hire people trained in
administration to fill managerial roles,

while allowing

their professionals to remain in the roles
were hired.

In addition,

for which they

people are rewarded for doing

their jobs well and encouraged to continue as
their positions.
bursars,

"masters"

Managers are given other names

chief clerks,

in

such as

or administrators and work to serve

the professionals who maintain the leadership within the
organization.
A fifth characteristic that makes schools different
from most other organizations

is the students they serve.

The students present a unique dilemma for teachers in terms
of their relationship to the organization;
how students

fit

they workers,
(1986)

into the organizational

clients,

or products?

it

is unclear

structure.

Handy and Aitken

define a worker as a member of an organization who

co-operates

in a joint endeavor.

A client

is a beneficiary

of the organization who is served by the endeavor.
product

is the output which is

organization.

A

shaped and developed by the

By these definitions,

any of these roles.
fit

Are

students may fulfill

This confusion about where students

into the organization structure of schools creates
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ambiguity for teachers that is not experienced by workers
in most organizations.

Whether teachers see themselves as

independent professionals with clients,
groups of cooperating workers,

as managers of

or as shapers of products in

the making makes a vast difference in teachers'
Although Handy and Aitken

(1986)

work.

provide three very

good options for how teachers may view the relationship of
students to the workplace,
fourth alternative.

Dreeben

(1970;

1973)

He describes the students'

with the school organization as
membership is involuntary.

suggests a
affiliation

"conscripts" whose

Metz

(1993)

an elementary part of the teachers'
control and engage these conscripts.

suggests that it is

organizational duty to
Teachers who cannot

do so are quickly reprimanded and lose respect from
administrators,

colleagues,

and even students.

This

creates a unique situation that sets schools apart from
most other organizations

(with the exception of prisons).

Having students as conscripts means that in addition to
teaching,

teachers must confront the problems of soliciting

and maintaining the voluntary participation of students in
class activities

(Doyle,

1979; Metz,

1993).

Schools thus

are very different from business organizations due to the
requirement that teachers must

"win" the compliance of

their students for the work to be accomplished.
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In addition to having to "win" compliance,

diversity

within the student population is becoming more prominent.
McLaughlin

(1993)

discovered that students were the

workplace context of greatest consequence to teachers.

As

teachers are forced to deal with the varying needs of
individuals and groups of today's students,
becomes magnified.

In addition,

as teachers are expected

to deal with society's problems in schools
epidemic,
violence),

hate crimes,

this concern

teenage pregnancy,

(e.g.,
teenage

time and energy are taken away from traditional

instruction time.

With less time available for instruction

and an increasing challenge to win students'
teachers'

the AIDS

sense of identity is threatened.

compliance,
In order to

feel some success teachers are using negotiation skills to
bargain with students for their cooperation

(Metz,

1993).

Teachers adjust their own goals and expectations for
student outcomes in exchange for students'
class

(Metz,

1993; McLaughlin,

cooperation in

1993; Doolittle,

1993).

These negotiations have resulted in great variation
among the expectations that teachers have for their
teaching and their students.

McLaughlin

(1993)

presented

three general patterns of expectations found in her work:
(a)

maintain traditional standards,

for coverage and achievement,

and

(b)

(c)

lower expectations

adapt practices and

pedagogy.

Doolittle

(1993)

teacher expectations:
learning,
(c)

(b)

(a)

lowered expectations for

emphasis on compliance instead of mastery,

activity instead of

acceptance of

provides a similar list of

failure,

instruction,
and

(e)

(d)

increased

limited content coverage.

Teachers are responding to a factor in the school
organization that makes teachers directly responsible
student
learn,

learning.
they must

for

Because teachers cannot make students
focus their efforts on trying to get as

many as possible to engage in the learning process.
McLaughlin
ways

(1993)

so that

suggests that schools

student

should organize

in

success would become a collective

responsibility.
In addition to the
and Aitken

(1986)

five-part analysis made by Handy

noted above,

a sixth characteristic of

schools differentiates them from other organizations
that

is

school districts are microcosms of the community

(Dreeben,

1973) .

Therefore,

with the exception of magnet

schools or districts under mandates for racial

integration,

the social composition of schools cannot be determined or
changed by school personnel.

Thus,

most teachers can

neither select their clientele nor teach only those whom
they like or only those who are interested in or responsive
to school activities.
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This makes

for a very difficult and sometimes even

dangerous workplace for teachers.
be brought

into the classroom,

Many social problems can

and teachers not only must

deal with enticing students to learn,
with wider social
teenage suicide,

but also must cope

issues as drug abuse,
and alcoholism.

child abuse,

In many cases teachers

are not trained to handle these problems,
address these
students

issues

yet they must

in order to have any chance of helping

learn.

In spite of some similarities between schools and
other organizations.
Dreeben
ways

(1970,

1973)

Handy and Aitken

lightly,

along with

have outlined some very important

in which schools are different

organizations.

(1986)

from other

These differences should not be taken

as they make schools unique and they help

fabricate the peculiar relationship between schools as
organizations and the teachers who work there.

Using Metaphors to Understand the Relationship Between
Teachers and their Workplace
As hinted above,

the nature of this research

challenges us to look at the relationship of schools as
organizations to teachers and their work.

To gain an

understanding of organizations and their relationships with

49
the people who work within them,

metaphors can be used

(Morgan,

Because organizations are

1986;

"complex,
p.322),

Smircich,

ambiguous,

1983).

and paradoxical"

(Morgan,

metaphors can be used to isolate or

particular segment of organizational
be magnified and brought

into focus

life,

1986,

"frame"

a

allowing it to

for observation.

These

metaphors can be used to magnify certain aspects of schools
for examination and inquiry into the work environment and
its relationship to teachers and their work.
Four metaphors were suggested by Smircich
illustrate the different ways
conceptualized.
these

(1983)

to

in which organizations are

Although other metaphors can also be used,

four will be presented with specific examples of

their application to schools.

The reader should remember

that although there will be references made to external
forces as part of the discussion of these metaphors,
ultimate focus will be the effect that these
the internal organizational

the

forces have on

structure of the workplace.

The school as a machine.
the organization as a machine.

The first metaphor presents
Morgan

(1986)

explains that

this metaphor creates a vision of the organization as
machine-like,

made up of replaceable parts with the

expectation that

it will run in a routinized,

reliable and predictable way.

efficient,
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In many ways,

teachers'

quite machine-like.

work in schools has become

Schedules govern teachers'

workdays,

standardized texts are used for continuity in content,
standardized tests are given to measure student

learning,

and standard policies are made to govern all teachers'
workloads.

The school organization is expected to

like a machine"

"run

to the extent that the teacher's workday is

driven by clocks and bells.
Using the metaphor of the school as a machine allows
us to focus on the mechanical nature of the workplace for
teachers.
teachers'

Although not totally mechanical,
work are machine-like,

policies and procedures are

some aspects of

and organizational

intermingled with teachers'

work like orchestrated gears encased within a fine-tuned
machine.
the

Teachers do have some input

into many aspects of

school organization by joining unions or serving on

school or systemwide committees.

Belonging to a union or

serving on committees does not necessarily guarantee
teachers will have
however,

input.

Physical education teachers can,

work with their colleagues and local teachers'

union to fight

for changes that would make teaching

physical education in their schools more successful
smaller class

size,

required hours).

homogeneous grouping,

Teachers'

(e.g.,

increased

unions can be seen as serving
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in many cases to

"standardize"

things in ways that make the

machine metaphor all the more appropriate.
The organization as a machine is an image that
new to any of us.

Applied to physical education,

is not

this

framework implies that bureaucratic structures are firmly
in place to guide and standardize the work physical
educators do in schools.

The machine metaphor portrays the

school organization as being made up of many replaceable
parts working together to drive the machine and
unfortunately,
that

physical educators too often get the message

they are replaceable.

form of large class sizes,
priority,
physical
the

Organizational messages
mixed ability levels,

in the

low budget

and low scheduling priority communicate to
educators that they are not necessarily crucial to

functioning of the machine.
Nevertheless,

physical education teachers experience

many of the same machine-like routines experienced by other
teachers.

One example is the organization of the work day

into time segments assigning teachers to certain places at
certain times with certain students.

Even lunch breaks and

toilet breaks are taken according to a pre-determined
schedule.

Thus,

like their colleagues,

teachers have little

physical education

flexibility in their work day and must

learn to function according to externally imposed
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schedules.

Some,

being rigid,

of course,

may perceive schedules as

while others may enjoy the structure they

provide.
A second example is the bureaucratic structure of
salaries.

Physical educators,

along with their colleagues,

are salaried employees and consent by contract to perform
very specific jobs,
of the organization,
to their work
standard,

work within the bureaucratic hierarchy
and follow certain rules

(Dreeben,

1973).

in relation

Salaries have become

based on a step system that pays teachers a pre¬

determined salary according to the number of years
experience they have and their level of education.
Some argue that
that

this

teachers generally are underpaid and

system of remuneration makes

attract new teachers to the profession,

it difficult to
retain those

teachers who are good and encourage teachers to grow and
improve.

The system also ignores quality performance and

allows poor teachers to remain in schools.

As a result,

mediocrity is usually the norm in schools and excellence
comes usually because of
standards

(Templin,

incentives.

1983)

individually-held professional
rather than school-induced

There are very few extrinsic rewards

for

teachers to do better or pressures on teachers to improve.
Written policies and organizational procedures exist
that

indicate the amount and quality of organizational
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commitment a school has
programs.
include

for its physical education

Physical education-related policies often

information about who is required to take how many

credits of physical education,

whether or not physical

education is part of a student's graduation requirements,
whether evaluation procedures
education are the same as

for grading in physical

in other subjects,

education classes are scheduled,

class sizes

how physical
in physical

education compared with those in other subjects,
policies
can be

for excusing students

from classes.

and school

A great deal

learned about a school's commitment to its physical

education program by studying both explicit policies and
what

is

left unstated.

Unlike many other subjects,

physical education is not

influenced by a commonly agreed-upon universal curriculum.
Subjects

such as math and science have national

and testing that directly influence what
and science classes across America.
fitness tests,

are available,

is taught

in math

With the exception of

physical education is not

type of national testing.

standards

influenced by any

Unless state curriculum guides

every secondary school physical education

program operates

independently.

Many operate

independently

even when state curriculum guides do exist.
Some secondary school physical educators are required
to incorporate a state mandated curriculum when it

is
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available.

Others work with their school districts to

develop a district-wide curriculum.

Many develop their own

curriculum independent of any other school and some do not
even have a curriculum guide of any kind.
where curriculum guides are accessible,

Even in schools

many teachers are

not held accountable for using them.

They exist only as a

formality,

(Dodds,

result,

collecting dust on a shelf

1983).

As a

physical educators feel free to teach activities

that they enjoy and conversely avoid teaching activities
with which they are uncomfortable.
Partly because of this lack of a commonly agreed-upon
curriculum,

physical education teachers lack a shared

technology and a common language.

For example,

secondary

school physical education teachers do not use professional
conference time discussing where their students scored on
certain skills tests or at what level of fitness are their
ninth graders,

because there are few expectations that

testing even occurs in physical education

(Veal,

1988).

Physical educators are not expected to share the results of
their teaching with colleagues within their own schools.
Teaching physical education in secondary schools is
generally a private matter not even discussed with teachers
and administrators in the same building.
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The school as an organism.

A second metaphor that

highlights a different perspective on the school workplace
is the organization as an organism.

This metaphor comes

from a biological paradigm and alludes to such issues as
survival,

the relationship of the organization to its

environment,

and the organization's effectiveness in

maintaining critical homeostatic balances.

The metaphor of

organization as an organism operates on the premise that
employees are people with complex needs,

and that these

needs must be met by the workplace in order for employees
to be satisfied.
like organisms,

A second premise is that organizations,
are open to their environment and must

achieve an appropriate and mutually beneficial balance in
relation to that environment if they are to survive.
Schools are influenced directly by their environment
and as a result,

the work of teachers is also affected.

Schools are dependent on financial support from the outside
community and are subject to shifts in economic
circumstances and public opinion.

Teachers and students

pass in and out of schools daily,

carrying with them such

influences as social prejudices,
value of education,
preparation,
teachers.

local attitudes about the

expectations concerning vocational

and beliefs about the effectiveness of

Not only must school organizations learn to
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survive in the face of this influx,

but teachers also must

juggle these influences with respect to the formal goals of
the school and with their own personal attitudes,

goals,

and abilities.
Teachers in many states across the country,
example,

for

currently are engaged in a struggle to survive and

function within the constraints of tightening economic
conditions in their local communities.

Schools must

compete for tax revenues with other local services such as
police and fire protection.

Teachers and their unions are

thus forced to defend the importance of their work and
fight for the monies needed to ensure sound educational
programs.

With this struggle comes the possibility that

teachers will feel less valued in the eyes of the
community,

or even come to feel directly threatened.

Physical education teachers have become especially
vulnerable within this struggle to survive.

Physical

education programs are often considered first when budget
cuts threaten the vitality of the school organization and
as a result,

physical educators often feel threatened

within their own workplace.
The metaphor,

school as an organism,

cues in on one of

the areas where physical education is struggling in the
workplace -- survival.

In most secondary schools,

physical
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education is a marginal subject and teachers receive
little

real support for their programs.

community,

Within the school

physical educators find themselves on the bottom

of a hierarchical pecking order.

Smyth

(1993),

in a study

examining first year physical education teachers'
perceptions of their workplace,

concluded that physical

educators experienced their first year in the workplace
differently from first year classroom teachers.
physical educators did,

however,

First year

struggle with the same

survival issues as veteran physical education teachers.
This was in part because of the marginal status of physical
education in the workplace and its ultimate struggle to
survive in schools.

Smyth listed the following as

obstacles in the struggle to survive the first year of
teaching physical education:

(a)

the reality of teaching a

subject which was accorded low status,

(b)

expectations to

teach under unrealistic time constraints with inadequate
facilities and few resources,

(c)

lack of accountability

for student learning,

(d)

no consensus on appropriate

educational outcomes,

and

(e)

teacher evaluation that

focused primarily on class management and compliance with
school regulations.
As a result of this struggle for survival,

the school

environment has become a hostile one for many physical
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educators who find they must fight to keep their programs
alive.

Physical education has been put on the endangered

species list

(Siedentop,

1987)

and researchers have

questioned whether or not secondary school physical
education,
Locke,

in its present form,

1984).

is

If it is to survive,

worth saving

(Dodds &

physical education

needs to renegotiate its relationship within the school
organization.

This may mean redesigning and recreating

secondary school physical education as we now know it in
order to survive and secure a healthy relationship within
the school organization.
Although community influence is an outside force,

its

impact is felt within the school in terms of either general
support or apathy.

The public often confuses physical

education with athletics,

more often than not ignoring

physical education because they are primarily interested in
athletics.

Decisions about physical education programs may

result from parents'

and other community members'

lack of

interest in their children's physical education programs.
When pressured for budget decisions,

administrators will

often take the path of least resistance and delete physical
education.

The school as theater.
theater,

A third metaphor,

schools as

directs the spotlight to yet another aspect of the
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relationship

teachers

metaphor refers
performance

of

have with their workplace.

to organizations
dramas,

roles,

as

theaters

and scripts.

hired to play certain roles within the
expected to
hired to
their

abide by appropriate

teach

roles

and by the
students,

as

of

parents,
(the

of

others

administrators,

will

take

takes

cast

into

on a different

this

role.

implications

administration,

for physical

dynamic

of principal,

than

if

of

and
dynamics

is played out.

change

education,

If

a

the play

a weaker actor

education time

characters will

perform their roles

and

in their

For example,
in the

a

less

a

scheduling

encourage parental

school

weaker teacher may simply accept
cast

students

education program that

for a

and lobby the

additional physical

The

and policies

large).

teachers,

role

for the physical

participation,

expected to play

(e.g.,

script

the

are

A strong teacher would certainly have

teacher may fight

policies

Teachers

rules

dynamic personality would not provide.
strong

are

can sway significantly the

the play and the way the
is

People

school

or community at

supporting roles)

strong actor

scripts.

directed by formal

for the

organization and are

classroom and are

expectations

Actors
other

in the

This

committee
for

the

for

students whereas

situation as

it

a

is.

vary in their abilities
interpretations

of

their

to
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parts.

Interactions also will change as actors move on due

to transfers or retirements and replacements are hired.
conclude this metaphor,
stage the dynamic
influences of

To

school as theater brings to center

interplay among the actors and the

individual personalities on the outcomes of

the total performance.
School as theater allows us to look closely at the
role of physical educators

in secondary schools.

Who plays

the role of the secondary physical education teacher?
times,

Many

teaching is a career contingency for coaching

(Templin,

1987),

that

is,

physical education teachers are

often hired by school committees based on their potential
or record as coaches rather than for their success
teaching

(Bain,

1983).

In many cases,

as part of their script,
In addition,

in

physical educators,

are expected to coach.

physical education often attracts

individuals who want to coach and choose teaching physical
education as a means to that end.

This creates a situation

that has been addressed in the physical education
literature as teacher/coach role conflict
Massengale,

1978;

Sage,

1989).

(Locke &

Many high school physical

education teachers teach a full day of classes and then
begin the second half of their day when the dismissal bell
rings

in the afternoon

(Cox,

1987).

Many believe coaching

61
is the more
work.

important and interesting aspect of their

They often struggle with the demands that each role

places on them during their workday,
to be successful
athletic coaching

and very few are able

in both physical education instruction and
(Cox,

1987).

This particular metaphor singles out two additional
points.

One focuses on the particular expectations of

physical education provided for in the script of the
school.

The other allows us to look at other actors and

their impact on the outcome of the total performance.
Most

secondary school physical education teachers are

exposed to very little instructional

leadership.

Very few

principals hold specific expectations for significant
outcomes

in high school physical education programs and few

visit the gymnasium unless problems arise that demand their
immediate attention.
education teachers,
resembles

When principals do evaluate physical
they rarely know what good instruction

in this subject area.

physical education classes look
(Placek,

1983)

As long as students in
"busy,

happy and good"

most high school principals will assume that

the physical educators are doing a good job.
perhaps because of lack of leadership

Nevertheless,

"secondary school

physical education is laden with outdated curricula,
instruction,
1987,

p.

30).

and poor methods of evaluation"

rote

(Lambert,
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Students are cast in a very significant role in terms
of the work that physical education teachers do in
schools.

Student actors have a direct impact on the actual

performance of physical educators.

This is partially

because students in schools are involuntary conscripts
(Dreeben,

1973).

While this is not an issue that is

exclusive to physical education,
involuntary,

since school itself is

it does create problems that are specific to

physical education.
In most schools where physical education is required,
students must pass a certain number of credits of physical
education.

Although students have to be in physical

education classes,
participate.

they are not always willing to

Nonparticipation in physical education

classes often take the form of deliberate public displays
of noncompliance

(e.g.,

not changing into appropriate

attire for participation,

not trying,

sidelines and observing).

Students'

standing on the
interest in physical

education will usually affect their participation in
classes

(Portman,

participate,

1992).

Some students will not

others will not show up for class,

others will try to influence teachers'
to run class
sports,

(e.g.,

decisions about how

just play the games,

make classes fun).

and still

offer only popular

Students who do not want to be
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in physical education classes or students who have strong
expectations about what classes should be like can make the
job of teaching physical education difficult and sometimes
impossible

(Carlson,

1993).

The school as a political arena.

Schools as political

arenas is a fourth metaphor used to understand the school
organization.

This metaphor brings into sharp focus the

relationships among various interest groups,
of conflict,

the presence

and the various uses of power within schools

and between schools and their surrounding communities.
Organizational politics arise when individuals or groups of
people think differently,

and as a result,

groups desiring alternative paths of action
1986).

form political
(Morgan,

Power distributions vary within different schools

for many reasons.

Some schools have a very powerful

administrator in place while others have a strong teachers'
union,

strong individual teachers,

teacher network.

or a cohesive informal

Some school districts have powerful

parent groups or school committees with specific political
agendas.

Power distributions also will vary among teachers

according to specific issues.

Teachers usually will have

more passion for those political issues that affect their
work most directly.
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In the formal sense,

power in schools is distributed

among people in terms of their job descriptions.

The power

that teachers actually have in schools will vary,

but the

power apportioned most explicitly to teachers usually is
earmarked for use in their own classrooms.

Teachers as

individuals frequently have little formal power over the
major decisions made for the school organization as a
whole,

in spite of the fact that these decisions have

consequences for their work
around budgeting,

scheduling,

hiring of colleagues)
hand,

associations)

decisions that center

distribution of resources and

(Louis & Smith,

teachers in groups

national teachers'

(e.g.,

1990).

(local teachers'

associations,

On the other

unions,

state and

and specific subject area

have significantly more power with which to

influence working conditions in schools.
While teachers have more power in groups,
constituent groups such as administrators,
members,

parents,

taxpayers,

other

school board

and students also have power

to protect their special interests in terms of what
teachers do in schools and classrooms.

Examples of the use

of this power have resulted in such political issues as
students refusing to participate in certain activities
because of religious beliefs,

parents censoring books used

65
in classes,

school board members mandating certain

curriculum guidelines,
budget decisions,
teaching styles

taxpayers refusing to support school

and administrators demanding certain

(e.g.,

cooperative learning).

Secondary

school physical educators have commonly felt political
pressure to maintain traditional sports in their
curriculum.

Grading procedures have also come under

political fire.

When grading includes written exams and

students receive poor grades because they are not willing
to study for tests in physical education,

parents become

angry and utilize their political power.

With all these

groups having power in decisions that directly control
teachers'

work in the classroom,

teachers often find

themselves struggling in the middle of the political arena.
As noted above,

the metaphor of the school as a

political arena reminds us of the many different groups
which influence decisions about teachers'
teachers'

workplaces.

work and

Schools are governed both by state

statute and by local government and ultimately must be
governed by the will of taxpayers.

Power is exerted by

individuals and groups at each of these levels of
influence,
teachers'

all of which have the potential to influence
work.

Because everyone has some power -- even

when the right of influence is limited by explicit law or
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policy -- there are constant negotiations taking place,
both formally and informally,

as people associated with

schools react and interact within this political arena.
Differences among physical education programs are due
in part to the outside influence of state regulations for
physical education.

Individual state mandates govern some

of the operations of high school physical education
programs

(e.g.,

required number of hours students must take

physical education,
Further,

teacher certification regulations).

the extent to which particular schools respond to

state mandates contributes to this diversity among physical
education programs.

Some state laws require that students

spend a minimum number of hours taking physical education,
but others have no such requirement.

While some schools

may offer only the minimum number of required hours,
may offer more.

others

Although more time does not necessarily

guarantee higher quality programs,

it does imply an

attitude of support for physical education that offering
only the bare minimum does not.
State requirements for physical education vary from
state to state and in some states are even nonexistent.
Approximately 60 percent of the states require no physical
education or fewer than 300 hours of instruction across 13
years of schooling

(Mitchell & Earls,

1987).

In some
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situations,

it is the state's requirements that keep

physical education in the secondary schools -- even if only
with a marginal status
Schempp,

1990).

(Hendry,

1975;

Sparks,

Templin,

&

The reality for many school districts is

that if states did not legally require a minimum amount of
physical education,

their high school physical education

programs would be abolished.

As it is,

many schools offer

the bare minimum required by law.
In response to various workplace demands,

teachers

have organized themselves into unions as a way of gaining
power to

negotiate the details for many of the working

conditions mentioned above.

Some teachers'

unions have

become very creative in this process and have actually
changed the traditional organizational structure of their
schools,

thus making teachers'

meaningful,
teachers'

jobs easier and more

and their teaching more effective.

Other

unions negotiate within the traditional

organizational structure of their schools,

working within

these boundaries trying to adjust the working conditions to
meet the needs of both teachers and administrators.
existence of teachers'

The

unions has given teachers a voice in

some of the organizational factors affecting them in
schools.

These unions have been able to help physical

educators influence some of the conditions of their jobs.
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An example of this is that in some cases physical educators
have been able to remove the condition of mandatory
coaching as part of their teaching contracts.

Summary
Regardless of which metaphor one chooses to use for
gaining insight into the school organization,

as in other

kinds of organizations formal structures in place within
each individual school coordinate the work lives of the
teachers within that school while maintaining its operation
as an organization.

This organizational structure acts as

a guide to inform teachers explicitly about some of the
things they should and should not do and about how things
should be done in terms of overtly communicated rules,
regulations and policies.
Many organizational factors play an important part in
influencing how a physical education teacher will act in a
variety of situations.

Hall

(1977)

argues that much of the

behavior in organizations results from how the organization
trains,

indoctrinates,

and persuades its members to respond

on the basis of the requirements of their jobs.

Role

expectations are determined by the broader organizational
context.

For example,

in situations where physical

education teachers are not carefully supervised by
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administrators,

teachers who are pinched for time due to

coaching responsibilities may believe that it is
appropriate to use class time to plan athletic practices or
to deal with team conflicts.

A second example is that

classroom teachers who have homerooms are required to be in
their classrooms before students arrive,
subject teachers

(art,

music,

always assigned to a homeroom.

while special

physical education)
As a result,

are not

the latter may

have flexible time and choose to have a cup of coffee in
the teachers'

room before school begins while the classroom

teachers are required to be in classrooms to meet students
as they arrive.

Both groups generally accept this

differential as a matter of natural circumstance.
so,

however,

They do

because it is a typical organizational

routine.
Learning the explicit ways schools are organized is
only a part of what physical education teachers must learn
when they begin work in a new workplace.

The teacher

socialization literature describes in detail how people
learn to become physical education teachers

(Dodds,

Doolittle and Schwager,

1989;

1989).

1989;

Lawson,

1983,

1989;

Schempp,

After four years of professional training in

colleges and universities,

there still is much to be

learned that can only come from experience in a specific
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workplace

(Lawson,

1989; Martinek,

1989;

Tempiin,

1989).

Important aspects of learning on the job involve learning
to work within the physical setting of the school or
learning the explicit organizational structure; but the
more powerful lessons frequently are associated with the
informal and often hidden structures and rules of the
school -- i.e.,

key components of organizational culture.

The next section of this literature review addresses school
culture,

the shared ways of communicating,

evaluating,

believing,

and acting that are negotiated among people

within a particular school or a subgroup such as physical
educators.

The Cultural Characteristics of the School as a Workplace

Culture as a Metaphor
Previously,

metaphors were used to help understand the

organizational aspects of the school work environment.
Using metaphors was useful in illuminating certain aspects
of the organization by bringing specific properties into
focus.

School as a culture is a metaphor that can be used

to illuminate a third and very crucial characteristic of
the school workplace for teachers -- the cultural domain.
Culture as a metaphor can be used to help understand
schools as organizations of people,

specifically focusing
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on the interactive patterns of humans as they make meaning
of the world around them.
organization redirects
the commonly accepted
or technology)

Culture as a root metaphor for

"...our attention away from some of
'important things'

and toward the

(until now)

(such as

structure

less frequently

' examined elements raised to importance by the new metaphor
(such as shared understandings,
(Jelinek,

Smircich,

While the

& Hirsch,

norms,

1983,

p.

or values)"
331).

influence of culture remains vague and

elusive both to teachers trying to understand their role
inside schools and to outsiders trying to understand
schools,

the use of a cultural perspective provides an

authentic view of schools as places where teachers work.
Although schools
cultures of

share some similarities,

focusing on the

schools allows us to see individual differences

created by human influence and thus prevents us
assuming that all

schools are alike.

from

The culture metaphor

forces us to go inside to look for specific idiosyncrasies
that determine how things really are,
things ought to be

as opposed to how

in every school.

Although schools share similar cultural
characteristics that

set them apart

organizations

churches,

prisons),

(e.g.,

from other

hospitals,

the military,

or

"schools are alike only in gross characteristics.
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differing in ethos,
structure,

population,

circumstance,

can be critical."

staff,

and history.

{Cooper,

1988 p.

character,
[These]

48).

climate,

differences

The cultural

perspective brings outsiders closer to understanding
schools as teachers do by providing a lens
the

for identifying

specific human characteristics of a school that make

it

a unique place.

Organizational Culture
The concept of culture has traditionally been linked
with research in the organizational
the

interest

literature.

Much of

in learning about organizational culture has

been prompted by the desire to improve methods of
management and control

(Smircich,

1983).

Culture has

recently received more attention in education and physical
education literature.
studying the culture of

In much the same way,

interest

in

schools has been prompted both by a

desire to shape educational

change and to better understand

schools and the processes of teaching and learning within
them.
Allaire and Firsirotu

(1984)

provide a typology of

organizational concepts by focusing on various theories of
culture
cultural

(readers who are interested in a detailed review of
theories will

find their work particularly
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hslpful) .

Th.0i2r analysis suggasts that th© study of

®^^lonal

cultun© has taksn two pnimairy dinsctions.

th© macno l©v©l,
cultun© and its
th© micro l©v©l,
.

irnpact on th© organization.

notion that

It

is this second focus that

Adopting this

& Firsirotu's

studies

in the organizational

support

this premise

Handy,

Ouchi,

1981;

at

is of

focus means accepting the

schools have cultural properties of their own.

Allaire

1974;

Th© s©cond,

has b©©n on th© cultural properties of th©

organization itself.
interest here.

has b©©n th© focus on soci©ty^ s

1976;

(1984)

review focused on several

(Baker,

1980;

Henderson,

and Pettigrew,

theory literature that

1979;

Eldridge

& Crombie,

Hofstede,

1980,

1981;

1979).

The primary purpose of the current

study is to focus

inside schools and to gain an understanding of school
cultures and how they relate to teachers'
Outside cultural

work in schools.

influences do exist and do exert

influences on schools and on teachers'

work.

Although it

is difficult to isolate schools from these external
it

is the purpose of this

forces,

section to gain an understanding

of the cultural properties of schools and their effect on
teachers and on teachers'

work.

Definition of Culture
A social organizational perspective of the school as a
workplace was used by Rosenholtz

(1989)

to illustrate what
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I have identified as school culture.
that

Rosenholtz argues

"the ultimate social organizational variable

meaning that

the organization has

it"

Therefore,

(p.

3).

in order

for those who work within
"to understand schools,

must understand them as teachers do;

that

attempt to construe how schools appear to
who inhabit them"

(Rosenholtz,

is the

1989,

p.

is,

we

we must

[the]

teachers

3).

The basic principle behind Rosenholtz's work is that
people come to define reality by sharing assumptions and
beliefs about appropriate attitudes and behaviors
particular workplace.

Teachers observe other teachers at

work in their building,
their work,

for their

name and classify the details of

talk to other teachers about work and thus make

meaning for themselves about their own work.

Teachers

continually exchange ideas about their meanings
and working in their school,

for work

negotiate for shared meanings,

and constantly adjust those meanings.

This process

establishes and defines the conduct of everyday actions and
interactions within the school.

Teachers begin to act

in

ways that they believe they are expected to act
(Rosenholtz,

1989).

Rosenholtz points out that although

teachers differ substantially in their individual
biographies and that these differences may cause deviations
in teachers'

perceptions of reality,

certain shared aspects
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of work cut across these

individual biographies to explain

patterns of beliefs and behaviors in schools.
Schein's

(1985)

definition of organizational culture

parallels Rosenholtz's

social organizational view of

schools as places where teachers work:
...a pattern of basic assumptions
discovered,

-

invented,

or developed by a given group as

it

learns

to cope with its problems of external adaptation and
internal

integration -

that has worked well enough to

be considered valid and,

therefore,

to be taught to

new members as the correct way to perceive,
feel
School

in relation to those problems,

culture,

largely tacit

then,

"what

is okay"

and

The culture informs

"what

is not okay"

for a variety of situations.

in

These cultural

spelled out explicitly and teachers may not

even be consciously aware of them.
articulated,

9)

faculty handbook that names the rules within

teachers about

rules are not

and

may be thought of as an invisible and

which teachers are expected to work.

their school

(p.

think,

While not always

they are a fundamental basis

for what teachers

consider to be the rules for their personal and
professional behavior in a school and they are communicated
through behavior,
handbooks,

language,

memoranda,

and products

or schedules).

(artifacts such as
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Moreover,

teachers are not passive readers of school

culture.

Even new teachers are active participants in

creating,

defining,

and communicating the norms and

behaviors that are accepted in their particular workplace.
Culture is created and continuously recreated by ongoing
negotiations between people who believe their ideas to be
the best for a particular situation.
Schein

(1985)

presented six properties of

organizational culture.

They are used here with examples

that apply to the physical education setting:
behavioral regularities

(e.g.,

teachers),
(e.g.,
norms),

(c)

(e.g.,

observed

talking informally with

students before and after classes),
in the working group

(a)

(b)

norms that evolve

informal dress code for

dominant values espoused by an organization

teachers value student conformity to behavioral
(d)

philosophy that guides an organization

team sports curriculum model),

(e)

getting along in the organization
you teach your way,

(e.g.,

rules of the game for
(e.g,

let me teach mine),

teacher autonomy -and

(f)

the feeling

or climate conveyed in an organization by the physical
layout and the way in which members of the organization
interact with outsiders

(e.g.,

physical separation of the

men's and the women's office space).

Schein suggests that

these six properties "are shared by members of an
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organization,

operate unconsciously,

and define in a basic

taken-for-granted fashion an organization's view of itself
and its environment"

(Schein,

1985,

p.

6).

Common Teaching Cultures
Although this paper focuses on the internal cultures
of individual schools,

the influence of broader teaching

cultures should not go unmentioned.

Zeichner

(1986)

suggests that there has been an incorrect assumption in
some research that teachers are socialized into a uniform
teacher culture.

Instead,

he suggests that several

teaching cultures may operate even in a single school and
that at times these cultures may even conflict.
Nemser and Floden

(1986)

report that

Feiman-

"Teaching cultures are

embodied in the work-related beliefs and knowledge teachers
share - beliefs about appropriate ways of acting on the job
and rewarding aspects of teaching,

and knowledge that

enables teachers to do their work"

(p.

508).

All teachers are bound together by a common teaching
culture that provides them with a great deal of insight
into the role of teaching.

In addition,

also form around content areas.

That is,

broad cultures can
physical

education teachers everywhere share certain norms,

values

and beliefs about physical education and about teaching
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physical education based on shared knowledge and
experiences from their preparation for teaching and their
contact with other physical educational professionals

(both

prior to and following their professional preparation).
With some exceptions,

physical educators accept

certain norms and values about physical education and sport
that influence their work just as they share certain
content knowledge and educational experiences that affect
their programs.

Subcultures strongly influence teachers

because they usually associate with groups who share common
beliefs.

As a result,

individual workplace,

when looking outside of the
this broad physical education

subculture probably has more influence on how physical
educators perceive their work than does the larger common
teaching culture.

School Culture:

The Differences in Cultural Properties of

Individual Schools
The six common properties of organizational culture
presented by Schein

(1985)

can be used to focus our

attention on the cultural characteristics of individual
schools.

These cultural properties exist with varying

degrees of influence as part of any given school's
culture.

Because these cultural properties are so basic
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and are experienced by teachers at the subconscious level,
they may not be easily defined by teachers.

As a result,

the school's culture may be especially difficult for new
teachers to decipher or for experienced teachers to explain
to their new colleagues.
Unlike the school's explicit organizational structure
that mostly can be understood through examination of
written policy,

the school's culture is usually implicit

and must be interpreted by each individual teacher in
relation to his/her specific workplace.

Even experienced

teachers who transfer from one school to another will have
to spend time learning the particular culture of their
workplace.

Despite Sarason's

(1982)

argument that certain

regularities are common in all schools

(e.g.,

regularities and behavioral regularities)
and Floden's

(1986)

teaching culture,

programmatic

and Feiman-Nemser

support for the idea of a common

one research question of this

dissertation centers on the differences among the cultural
properties of individual schools.
All teachers must learn the specific idiosyncrasies of
the culture of the school in which they are employed.
specifically,

individual teachers'

More

work is defined by the

specific school in which they teach and more directly by
the specific circumstances in which they find themselves
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(e.g.,

particular subject area,

classroom,

daily schedule).

are experienced or novice,
different school,

physical location of

Regardless of whether teachers
when they take a new job in a

they must learn how to teach in that

school.

Teachers Must Learn Their School"s Culture
Hints from the school's culture will help new teachers
understand what is expected of them in various situations
and ultimately help them to learn their role in their new
school.
Schein

Cultural properties,
(1985),

such as those outlined by

can give teachers ideas about which aspects

of their work can be understood by learning the school's
culture.
on policy,

For example,

although not written in any handbook

teachers must develop clear ideas for how

teachers in their school should interact with others.

Not

all teachers will agree on minor details but all will be
broadly aware of what is expected of them and use this
knowledge to gauge their own behavior.
Feiman-Nemser and Floden

(1986)

refer to four "norms

for interaction" that shape the way teachers perceive their
work with students,
parents.

other teachers,

administrators,

and

These norms for interaction are not usually

addressed in great detail in preservice programs since they
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are dictated by each separate workplace.
observation on the job,
that are

teachers

Through

identify behavior patterns

interpreted as the normal behavior of

for teachers

in their school.

teachers make choices

interaction

Based on this knowledge,

for their own behavior.

Two contrasting situations may illustrate these
interactional norms referred to above.
school

In one particular

it may be expected that teachers attend

extracurricular activities to support students,
collegial relationships to improve teaching,
with senior administrators
that

is of

form

speak freely

in their building about anything

importance or concern to them,

and communicate

with parents regularly about the children in their classes.
These expectations would certainly create a workplace that
differs markedly from another school where the expectations
may be that teachers leave school at the time of student
dismissal,

keep to themselves

in terms of their teaching

practices,

use a designated line of command to communicate

their concerns to the administration,

and communicate with

parents only when problems arise.
The norms

for interaction are just one of the many

cultural properties that teachers must
schools.

Whether it

learn about their

is done intentionally or not,

school's culture must be learned and the sooner it

the
is done.
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the better!

Learning a school's culture

is crucial

teachers during their first year in a new school.

for
It

is

then that teachers learn how to do their job and what

is

expected of them as teachers

in the school.

It

is the

culture that more than anything else defines the
differences between schools as well as how teachers are
expected to carry out their work within an individual
school.
There
about what

is ample evidence that teachers learn something
is expected of them through their apprenticeship

of observation as students during twelve or more years
the public schools
and Gore

(1990)

(Lortie,

1975;

Schempp,

1989).

in

Zeichner

suggested that the experiences of

preservice teacher education also provide some
the cultures of teaching

(see also Lawson,

These socialization experiences,

however,

insight

1988,

into

1989).

can only help

preservice teachers understand part of what will be
expected of them in the workplace.

Certain site-specific

expectations are not revealed until

the teacher takes his

or her first

job.

Unique school cultures present

situations different

from those previously encountered in

the apprenticeship of observation or the preservice teacher
education experience.

These norms of behavior will be

workplace specific and must be learned during the crucial
induction years.
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Subcultures
Although schools have cultural properties
behavioral regularities,
and climate)

norms,

values,

(e.g.,

philosophy,

rules,

that are commonly shared among most of the

teachers who work within their walls,
subcultures.

Subcultures

schools also have

form when groups of teachers

share very strong cultural properties that are different
from those of the overall

school culture.

have membership in several different
having differing amounts of

Teachers may

subcultures,

each

influence.

Subcultures may form when teachers share such common
conditions as

(a)

teacher works

(e.g.,

(b)

the specific department
math,

science,

in which a

physical education),

the grade level at which a teacher works

school,

high school,

sophomores,

location of a teacher's classroom
second floor,

(d)

social group memberships.

(north wing,

senior wing,

twenty-year veteran),

This does not

forms within a school

and

(e)

Subcultures can also form around

a variety of other commonalities

Subcultures

the physical

the age or experience level of the

(first-year teacher,

interest).

(c)

close to the central administrative offices

of the school),
teacher

seniors),

(middle

(gender,

age,

personal

suggest that every group that

is necessarily a subculture.

form when groups of people share very strong

84
cultural
values,

properties

(e.g.,

philosophy,

rules,

from those
other

of

the

overall

behavioral

regularities,

and climate)
school

that

culture

or of

different

those

of

subcultures.
Secondary teachers'

membership

work

is

influenced by their

in competing or conflicting subcultures

which they must

draw information about

and McLaughlin,

1993b).

..."counter-cultures
situations

within

(Smircich,

1983,

subcultures,
influence

These

organizational

346).

Veal

et

along with different

how teachers

learn to

in particular

different
(e.g.,
choice

subject

professional
(e.g.,

a

social

(1990)

of

suggest

that

teaching assignments,

of

Teachers'
of

that

teachers'

membership

in

circumstance

in a department)

membership

as

boundaries"

al.

result

membership

(Little

the nature

teach and suggest

areas.

subcultures may be

from

subcultures may act

competing to define

[the]

p.

their work

subcultures may develop based on the nature
work

are

norms,

in a group of

or personal

like-minded

people).
Because
larger
arena

subcultures

school
to

community,

communicate,

share personal
subcultures

are

subdivisions

they provide

engage

opinions

smaller

in

in which teachers

teachers with a

intimate

and ideas.

of

The

the
safe

conversations,

and

specific

are members provide

them with
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an immediate and consistent reference

(to whom teachers

talk,

the content of their conversations,

to be

important)

from which they continually interpret

their workplace and define their jobs.
subcultures,
routines,

In these

teachers are intimately exposed to specific

interactions,

realities that result
workplace

what they believe

rules,

roles,

1988).

Depending on their situation,
membership in several different

teachers can have

subcultures,

each with

influence on the teacher's understanding

of both work and workplace.
the subcultures

and

in very distinct views about their

(Rossman et al.,

varying degrees of

relationships,

In return,

teachers influence

in which they are members.

Although

teachers may be members of several different

subcultures,

one or two specific subcultures usually have more powerful
influences on their understanding of their workplace and
their work.

The Department as a Subculture
The department

in which one is a member has a strong

influence on teachers'

understanding of their work and is

very often the nucleus of a teacher's workplace.
usually within the department that the most
aspects of teachers'

work are negotiated.

It

immediate
Unlike

is
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elementary teachers who usually are generalists

in isolated

classrooms communicating to few others besides the children
in their charge,
subject matter

secondary teachers congregate around

(Johnson,

1990) .

are members of departments
education)

Most

(e.g.,

secondary teachers

English,

math,

in which specific cultural properties

behavioral regularities,
and climate)

norms,

values,

physical
(e.g.,

philosophy,

relating to subject area are shared

rules,

(Talbert,

1993) .
Johnson
teachers

(1990)

discovered that

secondary school

identify strongly with their departments even when

they are members of other groups.
also points to the departmental
strong influence on teachers.
in most high schools,

Talbert's

(1993)

subculture as having a
Talbert suggests that

teachers'

professional

identities are shaped by subject cultures
which special

work

- within

standards and routines of good practice

are defined and between which status and resources are
allocated or less,
This

and teacher communities are forged,

within subject matter enclaves

(p.

more

164).

suggests that even though teachers may simultaneously

be members of

several

subcultures,

subculture may have the strongest
perceptions about their workplace.

the departmental
influence on teachers'
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The Physical Education Department as a Subculture
Most

secondary school physical education teachers are

members of a department.

Although some are members of a

department comprised solely of physical educators,
are members of a department
physical educators.

including both health and

The organizational

department will affect

others

its cultural

formation of a

influence.

Those

departments made up of teachers who share the same content
area and a similar job description will be different
those departments whose members'

expertise varies.

In addition to their assigned departments,
educators may be members of other subcultures.
education borrows
sport

culture.

physical
Physical

some of its unique identity from the

Many physical educators were members of

high school or college athletic teams
Doolittle,

from

Ratliffe,

(Dodds,

Portman & Pinkham,

Placek,

1992).

experiences they learned the culture of sport

From these
(e.g.,

values

hard work,

self-discipline,

winning).

Although experiences vary based on participation

in different
swimming)

sports

(e.g.,

survival of the fittest,

football,

wrestling,

gymnastics,

and men and women experienced sport differently,

shared experiences
common ground,

in sport give physical educators a

an understanding that

other groups of teachers

is not

in the school but

shared with
is shared with
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other people

in the world of sport and with other physical

educators.
In the workplace,

secondary physical education

teachers are also part of a large subculture that
by other secondary school teachers.

is shared

These teachers

share

the cultural characteristics of living and working in high
schools

(e.g.,

subject

specialists,

teaching several

classes a day to different groups of students,
the students they teach).

In addition,

the age of

the role of

secondary physical education teachers is usually quite
different
teachers

from that of elementary physical education
(and very often secondary teachers afford

themselves higher status than elementary teachers).
Unlike teachers

in other high school departments,

many

physical education teachers in secondary schools have
offices that are located in locker rooms.

There is rarely

a common room in which the men and women share office
space.

The physical

location of the offices creates a

situation for physical educators that
teachers

in other departments.

is not experienced by

Having offices in the

locker rooms physically divides the department by gender.
In departments of two,

one male and one female,

the

physical education teachers work alone in their offices and
must consciously plan time to work together.

In
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departments where there are several teachers,

the men and

the women physical educators spend their office time in
segregated groups and as a result,

may form even smaller

subcultures of their own.
The job description of a secondary school physical
education teacher will often include coaching
responsibilities,

creating another group in which secondary

school physical educators may have membership.

Those

teachers who coach athletic teams may find themselves

in a

subculture sharing common attitudes and displaying
behaviors that are unique to their group.

In addition,

many secondary school physical education teachers identify
more strongly with their role as a coach than with their
role as a physical education teacher.

As a result,

their

membership in the subculture of coaching may be more
important than their membership in the subculture of
physical education teaching
The physical

(Locke & Massengale,

1978).

location of a teacher's gymnasium could

create a circumstance in which the physical educators
time with

colleagues

from other subject areas who are

located in the same general area of the building.
result of

spend

such prolonged association,

across subject matter lines.

As a

a subculture may form

On the other hand,

in

situations where the gymnasium is physically isolated.
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physical education teachers may have little daily contact
with other teachers

in the building.

This may cause the

physical educators to spend more time together and as a
result

strengthen their own subculture.

Summary
To close,

I have proposed a cultural perspective as a

third broad way of thinking about schools as enormously
complex political and social organizations.

The value of

using culture as part of a framework for understanding
schools as places where teachers work lies in its pervasive
application to the business of education.
teachers work within a local culture that
into subcultures.
of

That

is,

is subdivided

These cultures and subcultures consist

shared assumptions,

norms,

values and rules

along and must be understood by teachers

for getting

in order for them

to function efficiently within their school,

since much of

what teachers do is in response to their surrounding
culture.

Because both teaching and learning occur within

the context of these cultures,

not to include school

culture as a workplace factor for teachers would exclude a
crucial and integral piece of the total picture.

Conclusion
Although research has confirmed that there is a strong
relationship between school context and teachers'

work in
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schools,

it

is difficult to diraw concrctB conclusions about

causal affects.

Researchers are just beginning to study

teaching within the context of the schools
teaching takes place,

and there is

about what constitutes the

still

in which

some confusion

"school as a workplace".

Because schools differ considerably from other
organizations we cannot apply knowledge learned from
research in other organizations directly to schools without
careful thought.
schools,

We need to understand the uniqueness of

not just as organizations,

teachers work.

A key element

the realization that

but as places where

in this line of research is

schools differ considerably from one

another.
I have proposed a framework that will help focus
attention on the uniqueness of the individual school.
Schools differ in physical design,
and cultural

characteristics.

organizational

In spite of teacher

preparation programs and past experience
teachers must

structure

in other schools,

learn to do their work within the particular

context of the school

in which they are employed.

My initial assumption was that the physical
characteristics of schools
outdoor facilities,

(e.g.,

equipment,

indoor facilities,

storage space,

office space)

would be the most significant workplace factor for
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teachers.

I thought that issues such as size of the

classroom,

age and condition of the school building,

available space and facilities,
would be crucial to teachers'

and equipment and supplies

work.

Although these are

important factors for physical education teachers,
not the only aspects that concern them.

they are

Physical

characteristics alone cannot describe the school as a
workplace.
School organization consists of the formal,

explicit,

internal design of the school as a bureaucratic
organization.

This includes the division of work and the

assignment of personnel to certain job functions as well as
procedures for carrying out required tasks
educational and maintenance).

(both

School organization includes

all of the arrangements which make it possible for the
staff of a school to act in systematic and coherent ways.
The cultural dimension of the school workplace was the
aspect that I found to be the most interesting.
purpose of this investigation,
ways of communicating,

For the

culture refers to shared

believing,

evaluating,

and doing

that are negotiated and passed from person to person within
a group or sub-group.

Primarily,

it is through this

cultural lens that teachers make meaning of their
workplace.

Through culture,

teachers gain the information
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they need to form assumptions about their work and about
their workplace and from these assumptions,

they can then

go on to place appropriate values on beliefs and behaviors
and begin to act on them in their day-to-day work lives.
Taken together,
for thinking about

these three lenses provide a framework

schools as places where teachers work.

Teachers experience these components,
but

in combination with each other.

not as single parts,
Teachers teach in

schools where all

three components are very much a part of

their workplace.

Teachers teach in buildings that have

very specific physical

characteristics;

the business of

teaching is highly organized and bureaucratically
administered;
that

is

and each school constitutes a unique culture

implicitly communicated to teachers.

In order to

really understand schools as places where teachers work,
however,

we must understand them as teachers do.

Chapter 3
METHODS
Introduction
The purpose of this study was to gain an understanding
of how secondary school physical educators perceive their
schools as a workplace.

More specifically,

this

investigation examined how secondary school physical
education teachers described their work environment,

what

they chose as significant when asked to talk about their
school workplace,

and what

impact the school context was

perceived to have on their teaching.
This chapter describes the methods and procedures that
were utilized in the investigation.
trustworthiness measures,

Included are the

selection of participants,

methods and procedures of data collection,
and results

from a pilot

data analysis,

study.

Selection of Participants
Secondary school physical education teachers were
selected from schools consisting of grades

7 through 12.

Secondary schools were chosen because of the researcher's
interest

in secondary physical education.

Three schools

with departments of physical education consisting of two or
more teachers were chosen.

These particular schools were

chosen because they were geographically located within
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reasonable driving distance from the researcher's residence
and because all teachers within the physical education
departments agreed to participate.

Variation in size of

schools was a deliberate consideration for selecting

(a)

a

small

(b)

a

school with a physical education staff of two,

middle
four,

sized school with a physical education staff of
and

(c)

staff of ten.

a large school with a physical education
In each case,

the entire physical education

department was asked to participate.
These teachers were recruited through personal
contact.

I made initial contact with the chairperson of

the department or,

in cases where there was no chairperson,

a teacher within the department.
individual

This was

followed by

letters to each teacher describing the project

in detail and requesting formal consent
(Appendix A).

At

the same time,

I

for participation

requested an initial

visit with teachers to answer questions or address concerns
they might have and to ask if they would be interested in
participating.

Either I or the department chairperson

contacted the appropriate administrators
school

in the school and

system to obtain official permission to conduct the

study.

Methods of Data Collection
Data for the proposed study were collected in the
following forms:
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1.

photographs of the workplace taken by
participants;

2.

audiotaped explanations of the photographs
given to me by the participants

(later

transcribed);
3.

field notes from observations

(job shadowing)

and informal interviews with physical
education teachers at the work-site
transcribed);
4.

(later

and

audiotaped final interviews

(later

transcribed).
Teachers who agreed to participate were asked to sign
an informed consent document
meeting.
35mm film,

(Appendix B)

at the first

I then left with each teacher a camera,
the shooting script

individual time-line form

(Appendix C),

a roll of

and an

(Appendix D).

Photographs of the Workplace Taken by Participants
Once teachers agreed to participate,
fully automatic 35mm camera,

they were given a

a roll of 35mm film,

shooting script and a general timeline.

a

They were asked to

take pictures of their school as a workplace.

The shooting

script gave very general instructions that directed the
teachers to take pictures of all things important to them
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about their workplace.

This method of data collection

served two very important purposes for this study.

First,

it allowed the teachers to choose which aspects of the
school workplace were uniquely important to them.
result,

targets for observation and questions for a formal

interview were generated from these pictures.
method,

As a

With this

the initial focus on the workplace became teacher-

created rather than researcher-created.

Second,

this

method also provided the researcher with pictorial data for
subsequent analysis.

Significance of using photography as a form of data
collection.

One of the primary sources of data in this

investigation was the photographs of the school workplaces
taken by the participating teachers.

Photography is a

valuable method of data collection used in many different
types of social science research.

Bogdan and Biklen

(1982)

separate the use of photography as a qualitative research
method into two main categories.
The first category consists of photographs taken by
the researcher.

These are usually taken personally by the

researcher or by someone else for the researcher's
particular purpose.

Some social scientists have taken

pictures on specific topics or of particular places or
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events from which they develop photographic documentaries
or essays

(Bogdan and Biklen,

1982),

A second category consists of photographs taken by
others.

Photographs that fall within this category usually

pre-exist and are retrieved by the researcher.

Examples

from this category would include photographs in school
yearbooks,

personal family photo albums,

library and

newspaper archives.
The photographs that were used in this study were
taken by the teachers and provided a means by which the
teachers could think about their school as a workplace
prior to being interviewed.

Teachers took pictures to

capture the images they saw as the realities of their
workplace.

The teachers were asked to take pictures that

depicted their understanding of their school as a
workplace.
The worth of photography in qualitative research has
been controversial

(Bogdan and Biklen,

1982; Becker,

and depends upon one's view of reality and truth
1988) .

1978)

(English,

Photographs cannot demonstrate ultimate truth or a

single reality because they can be staged to portray any
given truth.

Photographs can,

however,

underscore one's

perceived reality or portray multiple realities
1988) .

(English,
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Th0

significanc© of this

foirm of data coll©ction foir

this particular investigation was twofold.
initial

interview,

the teachers took.

was based on

As a result,

investigation began by focusing on what
were the most

the

which was the first conversation with

teachers about their school as a workplace,
the pictures that

First,

the

teachers believed

salient aspects of their school work

environment as opposed to beginning with the researcher's
notions of what was
Second,

important about

schools as workplaces.

using photography provided an additional

source of

data that were analyzed first by teachers as they explained
their pictures and second by me as

I compared pictures

taken within departments and then between departments.

Audiotaped explanations of the photographs.
were asked to explain each picture to me.

Teachers

I asked them to

provide a brief description and history of their school as
they presented what they had taken pictures of and why they
chose to take the pictures they did.
audiotaped and transcribed.

This

session was

The transcripts were read and

used to construct brief profiles of each teacher and more
detailed profiles of each school workplace.
and transcripts
topics

The profiles

from this meeting were used to identify

for direct

field observations

(job shadowing)

and to

100
develop questions

for a final

interview with each teacher

that took place near the end of the study.

Field Notes From Observations,

Job Shadowing and Informal

Interviews with Physical Education Teachers at the Work¬
site
I

spent a minimum of three weeks at each work-site

observing the teachers
study.

in each school represented in the

During this time

I

shadowed teachers,

their interactions with others,
what

watching

how they spent their time,

skills and behaviors their school appeared to demand,

and in what ways they appeared to be responding to the
unique elements of the school workplace.

Field notes were

taken to record observations and information from informal
interviews.

Audiotaped Final
A final

Interviews

structured interview with each participant was

conducted after observations at their school were
finished.

The purpose of these conversations was to obtain

more detail about the school workplace factors that
teachers had identified as being important.

The interview

also allowed me to ask questions which arose from my
observations.

All

final

interviews with teachers were

audiotaped and fully transcribed.
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Time-lines
Teachers were given approximately two weeks to take
their pictures.

Once the pictures were taken and the

had been developed,
pictures.

film

I met with each teacher to view their

The observations began within one week after all

teachers within a department had explained their pictures.
The

final

interview with each teacher occurred after all

photographic and observational data had been collected and
data analysis was well underway.

Exiting
My exit

from the field site was

followed by letters to

the teachers thanking them for their participation in my
study and offering to share with them the results of this
study at the time of its completion.

In addition,

time was

spent communicating my appreciation to the appropriate
administrators
their school

for being allowed to conduct research in

system.

Data Analysis
Data were analyzed in the following manner.
tapes

from the

initial

interviews

described their pictures)

After the

(in which teachers

were transcribed and relevant

topics extracted from each teacher's perceptions or their
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workplace,

detailed profiles were constructed,

from the teachers'
environment.

vantagepoint,

describing

each school as a work

These profiles described the physical,

organizational,

and cultural aspects of the schools

including accounts of how the resident teachers perceived
the physical characteristics of their school,
education was organized within their school,

how physical
and how

teachers of physical education appeared to exist as a
subculture within the wider context of their school.
At the time of the

first

interview with teachers,

I

also began to group their recorded responses and comments
into broad data categories which accommodated the major
regularities within the teachers'
workplace

(categories)

relationships
schools.
study.

(themes)

perceptions of their

and allowed searches

for

among categories and between

This process continued throughout the entire
All data were maintained on computer disks and were

continuously updated throughout the study.
Profiles and data categories were used to focus my
observations within the individual physical education
departments and to develop questions
interviews.

Finally,

for the

final teacher

themes were created to identify

similarities among teachers working in different

schools.

These comparisons were done to identify differences and
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similarities

in how individual teachers within the same

work environment perceived the school workplace and to
identify differences and similarities among teachers
working in three different

schools.

These comparisons

allowed inferences about whether or not teaching physical
education is the same or different across workplaces.

Establishing Trustworthiness
I

stayed in the schools

for a period of time that was

sufficient with most teachers to develop a level of trust
sufficient to sustain conversations about some sensitive
issues.

In order to establish trustworthiness of methods

and procedures
checking,

for this study peer debriefing,

and triangulation

of methods)

were employed

member

(multiple and different

(Lincoln & Guba,

sources

1985) .

Peer Debriefing
A peer debriefer was used continuously throughout the
study.

The peer debriefer had access to the all

transcripts.

As profiles were constructed the peer

debriefer read them to ensure that the findings were
grounded in the data.
sorting process
for accuracy.

A second peer debriefer observed the

for teachers'

photographs and read themes
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Trianqulation
Multiple data sources allowed me to compare
information provided by teachers
circumstances)
environment,

(under several different

with my personal observation of their work

thus triangulating data related to a variety

of workplace factors.

Member Checking
Before exiting each school

I

sat down with individual

teachers and groups of teachers to get their feedback about
my interpretations on their perceptions.

This provided a

final opportunity for clarification of my findings.

Pilot Study
A pilot

study of one physical education department

with two physical educators

(one female and one male)

conducted using the proposed methodology.
specifically,

1.

More

the pilot was designed to test the following:

photographs of the workplace taken by
participants

2.

was

(the shooting script),

audiotaped explanations of the photographs
given to me by the participants,

3.

on site observations,

4.

format of

final

and

interview.
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The proposed methodology proved to be both workable
and an adequate source of data with which to answer the
research questions.

Because the methodology was successful

at the pilot school,

the pilot data were included as the

r

third school case in the overall

study.

CHAPTER 4
RESULTS
Introduction

The purpose of this study was to describe the school
as a workplace from the perspectives of secondary school
physical education teachers.

The specific research

questions that guided this research were
1.

How do secondary school physical education
teachers describe their work environment and what
do they describe as being significant when asked
to talk about their workplace?

2.

How do secondary physical education teachers
perceive the impact,

if any,

of the school context

on their teaching?
To address these questions,
used:

four data sources were

audiotaped explanations of teachers'

photographs of the workplace,

selected

field notes from observations

of teachers in their workplace,

informal interviews with

physical education teachers at the worksite,

and audiotaped

final formal interviews.
Data were analyzed and profiles of each school were
constructed to address research question number one.

The

profiles describe each school as a work environment as
experienced by the individual teachers working in them.
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Research question number two was addressed by searching the
data for similarities among all teachers perspectives about
their school as a workplace.

Similarities were grouped

into categories and later into themes.

Photographic Data
The use of photography provided two opportunities for
data analysis in this study.
the photographs themselves,
take pictures?

The first was an analysis of
i.e.,

of what did the teachers

Information concerning teachers'

photographs is presented in Table 1

(p.

108).

The second

opportunity was an analysis of their photographs: what
meaning did the pictures have for the individuals who took
them?

This second form of analysis was derived from

transcripts of teachers'

explanations of their photographs

and is represented in themes derived from the overall
analysis of all transcripts accrued in the study.

Teachers'

Photographs

A total of 518 usable photographs were taken of three
different school work environments.

Teachers'

comments on

the pictures and the subsequent categorization process
revealed that the majority of pictures taken fell within
the organizational domain while the smallest number of
pictures fell within the cultural domain.
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Table 1: Summary of Teachers' Photographs
Category

Totals

Physical
J
1
15
17
2

Number of Pictures
S
Total
L
8
7
16
36
44
95
30
24
71
8
10
0

Percentage
8
50
37
5

J
4
9
10
0

Number of Pictures
S
L
Total
107
11
92
78
19
50
5
41
56
2
0
2

Percentage
44
32
23
8

J
1
2
2
2

Number of Pictures
Total
S
L
16
7
8
18
1
15
14
1
11
40
32
6

Percentage
8
23
18
50

The School
Physical Education Environment
Outside the Physical Education Environment
Other
Organizational
Activities
Personnel
Professional Responsibilities
Other
Cultural
Informal Interaction Patterns of People
Norms for Behavior
Routines and Rituals
Values
Note: JrrJacksonville, S=Springdale, L=Lukie
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The photographs

categorized within the physical

strongly reflected the

secondary school

immediate world of work.
support

for teacher

(Griffin,
Morency,

1986;

of

the

as

the

spite

isolation

Schwager,

1986),

workplace

In

strong

in physical

1986;

teachers

of

physical

reaching beyond the

educators'

literature

education

Tousignant,

in this

domain

Brunelle

&

study perceived their

typical

territorial

gymnasium into other places within the

domain

school.

Although the majority of pictures within the physical
domain represented the
spaces,

teachers

toward the

in this

entire

school

wider world outside
true

for teachers

almost

taught

in the

behind

in the

smallest

This was
school

however,

of

a

especially

who were

aware

school.

Even

who

of

literally

saw their workplace
boundaries

as
of

their

field house.
categorized within the
different

secondary school physical

ACTIVITIES,

auxiliary

definitely aware

than the physical

domain characterized the

categories

its

strong orientation

on within the

school,

locked doors,

The photographs

being a

and were

went

largest

encompassing more
self-contained

study had a

the gymnasium.

everything that

teachers

gymnasium and all

dimensions
educator.

seemed significant within this
PERSONNEL,

organizational
of

the

job of

Three

domain,

and PROFESSIONAL RESPONSIBILITIES.
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More than half of all the pictures within this domain were
taken of various activities taught within the different
physical education programs
lacrosse,

softball,

(e.g.,

volleyball,

addition to being the most

weight

most popular overall category.

content,

fitness,

lifting).

In

frequently photographed category

within the organizational domain,

data only)

aerobic

that the teachers

what they taught,

ACTIVITIES was also the

This suggests

(photographic

in this study perceived

as being the most

significant

part of their job.
Pictures of PERSONNEL that were

included within the

organizational domain included administrators,
custodial

staff,

secretaries and support

number of teachers'

photographs

staff.

A large

indicated that physical

education colleagues were clearly the most
people

colleagues,

in the workplace for these teachers.

significant
These were the

people with whom these teachers spent the most time,
best understood their work,
physical

space

who

and who shared the same

(offices were shared in two of the three

schools).
Administrators also were important to these teachers
and represented the second most photographed group of
people

in the workplace.

superintendent,

Those photographed included a

several principals and assistant

Ill
principals,

and a district physical education coordinator.

Teachers spoke of their administrators as either being
supportive or not

supportive of their subject area and of

student discipline.
With the exception of one classroom teacher,

all

school personnel photographed and coded within the
PERSONNEL category were administrators,
colleagues or support

staff

janitors,

nurses,

librarians,

psychologists).

This

(e.g.,

physical education

guidance counselors,

secretaries,

and school

indicates that although these

teachers saw their workplace as reaching beyond the
gymnasium,

it did not

with teachers

include significant relationships

in other subject areas.

Photographic data

suggest that there is very little meaningful contact
between these physical educators and other subject area
teachers within their schools.
Other people who were pictured as being important to
the work lives of these teachers were janitors,
nurses,

and secretaries.

Although teachers

school

indicated that

students were also important to their work lives,
of

students were sorted into other categories.

pictures

Most were

sorted into the category labeled PROFESSIONAL
RESPONSIBILITIES.

In comments about

students,

teachers

indicated that part of their professional responsibility is
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to solicit and maintain the voluntary participation of
students

in class activities

(Doyle,

1979) .

In addition to

these pictures of students,

there were a substantial number

of aggregates of students.

These were spoken of

such as

"this

is my tennis class".

in terms

These were categorized

as ACTIVITIES.
Culture was much more difficult to photograph.
Nevertheless,

the teachers in this study did take pictures

that were coded within the cultural domain.

These

photographs provide clues that help us begin to understand
the cultural properties of the specific schools

in which

these teachers work.
The most popular category within this domain was
VALUES,
be

which represented what these teachers believed to

important

in the workplace.

personal time,

teachers'

needs of students.

Examples

social time,

included teachers'

and the individual

A second category represented in this

domain was ROUTINES AND RITUALS.

This

included such

commonly occurring behaviors as morning routines
drinking coffee,
began,
rituals
day,

(e.g.,

chatting in the office before the day

meeting in the locker room between classes)

and

(sitting at the same place at the lunch table every

celebrating one another's birthday by sharing a cake,

going out as a group to celebrate the end of each
semester).
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The photographs

(with related comments)

categorized in

the cultural domain also revealed clues about particular
NORMS FOR BEHAVIOR within each school.

For example,

humor

in the workplace was clearly depicted as a norm for
behavior at Lukie Memorial,

but was not represented at

either Springdale or Jacksonville.
A fourth cultural category was
PATTERNS OF PEOPLE.

INFORMAL INTERACTION

This revealed the importance of

friendship in the workplace and also defined some of the
informal relationships and communication patterns of
teachers.

Included within this category was time spent

informally with colleagues.

Secretaries and janitors were

identified as being people with whom informal

interaction

occurred frequently and who were especially helpful

in

getting information and getting things done quickly and
efficiently.
This analysis of the photographs revealed that
although these physical educators identified strongly with
their content area
environment

(sports,

games and dance)

in which they worked

teaching stations,

locker room,

and with the

(the gymnasium,

auxiliary

and personal office space),

they had far stronger connections with the rest of the
school

than previous research may have led us to believe.

These teachers

identified superiors and colleagues

(mostly
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physical education colleagues)
work,

as being important to their

they identified a diverse range of professional

responsibilities that they felt compelled to carry out,

and

they believed it to be important to reserve personal time
and time for friends within the school day.
In contrast to evidence in the literature pointing to
the central

importance of teacher/coach role conflict

1983;

& Massengale,

Locke

few photographs
teachers'

1978)

in physical education,

included pictures of athletes

coaching roles

(3).

(5)

in their careers.

very

or of

Eight teachers in this study

were presently coaching and six others had coached at
time

(Bain

some

Although data suggest that these

physical educators apparently identified more with
responsibilities associated with their teaching and less
with coaching responsibilities it may be that they simply
considered coaching to be separate from teaching and
therefore not

significant to this study.

about coaching did occur,
within transcripts of

however,

and were documented

informal and formal

School

Conversations

interviews.

Profiles

School profiles were constructed using all of the
available data compiled from each school
field notes,

formal and informal

(transcripts

interviews,

from

job shadowing
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and observations,

and the photographic data).

The profiles

will introduce each school by providing a description of
its particular physical,

organizational and cultural

characteristics and the individual physical education
teachers who work there.
The nature of each profile reflects the information
obtained from individual teachers during my observation at
each site.

The profiles are,

therefore,

parallel in construction or content,

not necessarily

but reflect the

individuality of three different workplaces.
their anonymity,
teachers.

To protect

pseudonyms have been used for the

(For demographic information about all sixteen

teachers in this study,

see Table 2,

p.

116).

Jacksonville Junior/Senior High School
Jacksonville Junior/Senior High School is a small
rural school located in a town of approximately 5100.
Jacksonville serves grades six through twelve with a
student population of approximately 350.
The school,

built in 1987,

replaced an old building

that was no longer adequate for the number of students and
the educational needs of the community.

The new building

is much larger and more modern and is equipped with many
facilities that the old building did not have

(e.g..
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Table 2: Demographic Information for all Physical Educators
Name

Age

Gender

Marital

Years

Years

Years at

Years

Presently

Presentiy

Status

Teaching

in

Present

Coaching

Coaching

Coaching

System

Schooi

in System

Outside
System

Jacksonville
Emmie

30

F

Single

7

7

7

7

Yes

No

Keegan

29

M

Married

2

2

2

2

Yes

Yes

Carrie

43

F

Divorced

22

22

22

6

No

No

Mary

46

F

Single

23

23

23

22

Yes

No

Greg

46

M

Married

23

23

23

22

Yes

No

Warren

45

M

Married

25

25

25

21

Yes

No

Blanche

45

F

Divorced

20

20

14

0

No

No

Dorothy

39

F

Married

19 1/2

19 1/2

14

0

No

No

Rose

41

F

Single

20

20

16

11

No

No

Sophia

45

F

Single

23

23

23

15

No

No

Alley

49

M

Married

27

29

20

28

No

No

Andy

42

M

Married

20

20

15

12

Yes

No

Amos

42

M

Married

21

21

14

15

No

No

Mack

43

M

Married

19

19

19

6

No

No

Mick

42

M

Married

20

20

14

18

Yes

No

Sam

45

M

Married

22

22

14

12

Yes

No

Springdale

Lukie
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auditorium,

art room,

industrial arts room,

band room,

home economics room,

locker rooms,

science labs).

The physical educators at Jacksonville.

Emmie and

Keegan are the two physical educators at Jacksonville.
They have considerably fewer years of teaching experience
than the other teachers in this study
twenty years or more)

(all others have

and both began their teaching careers

after first working briefly in other fields.

Emmie worked

in retail and Keegan worked for the Young Men's Christian
Association.

Emmie has been at Jacksonville for seven

years while Keegan is finishing his second year and this is
the first teaching site for both.
Jacksonville is a small school and both Emmie and
Keegan wear many hats.
education,

In addition to teaching physical

they both coach.

Emmie coaches soccer and

softball at Jacksonville and Keegan coaches baseball at
Jacksonville and football for a nearby college.
teach some health classes,
administrative duties

supervise study halls and have

(e.g.,

afternoon dismissal duty).

They also

morning cafeteria duty and

In addition,

Emmie has just

taken on the additional responsibility of athletic
director.
Emmie and Keegan view their role as physical educators
very differently.

Emmie perceives her role to be that of a

118

social counselor,

available to students when they have

problems and need an adult with whom they can talk.

She

believes that physical education offers an informal
environment where students can feel more comfortable
talking to a teacher.
education,

therefore,

specifically girls)

Her main objective for physical
is to get as many students

(more

to participate in and enjoy physical

education classes as possible.

In return,

Emmie has a

chance to get to know students better and to build personal
relationships with students so that they feel more
comfortable confiding in her when necessary.
Conversely,

Keegan's approach is more didactic.

He is

not as comfortable in the role of social counselor and
feels that although that is part of his job,
most important part.

it is not the

He is much more comfortable focusing

on instruction.
In spite of their philosophical differences,

Emmie and

Keegan have negotiated a working relationship that is
comfortable for both of them.
their classes independently.

They prefer to teach most of
Keegan teaches mostly male

classes while Emmie teaches mostly female classes.

They

occasionally combine the boys and the girls into one group
for large group activities or for convenience when one of
them needs to attend to other responsibilities

(e.g.,

when
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Emmie has to take care of some of her athletic director
obligations).

Physical characteristics.

The new school is not only

much larger than the building it replaced,

but is built on

three different levels which gives each floor its own
territorial distinction.
high classrooms and,

The first level houses the junior

with the exception of going to

physical education and science labs,
students spend their school day.
central part of the school;

is where these

The second level is the

the main entrance to the

building and the school office are located here.

In

addition,

the

classrooms for the high school students,

cafeteria and the library are all located on the second
floor.

The gymnasium and auditorium are located on the

third level along with the science laboratories and some
additional classrooms.
on each level.

There is a teachers"

lounge located

The building is constructed on a sloping

site and all three levels have entrances from the outside.
The entrance to the third level is designed for the
general public to use when attending events held in either
the gymnasium or the auditorium.

Doors open into a foyer

that is decorated with cases of athletic and band
trophies.

A large hallway connects the foyer to the
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auditorium,

gymnasium and locker room entrances.

locker rooms are rather small,

The

but are newly painted in

bright purples and blues on a white background.
Both teachers have offices located in their respective
locker rooms.

The offices have windows on three sides

facing out into the locker room and a door for privacy.
Both offices have a desk,

file cabinet,

book shelf,

telephone and private bathroom with a toilet,

shower and

sink.
Each locker room has a door that opens out onto the
outdoor athletic fields which are located directly behind
the school building.

These fields are also used by the

physical education department as an outdoor teaching
space.

The indoor teaching stations for the physical

educators consist of a large gymnasium and a small weight
room that also doubles as one of two storage closets for
physical education and athletic equipment.

Large furnace

pipes and ventilation ducts hang from the ceilings in both
the gymnasium and the weight room.

The ventilation is not

adequate and doors are often opened to allow fresh air to
come in.
As is typical for most secondary schools,

the

gymnasium is designed for high school athletics.

The space

is filed with a regulation size basketball court with two

121

hoops at either end and four additional hoops along both
sides.

The walls are decorated with championship banners

won by various school teams and a new scoreboard hangs on
the wall over the main entrance.

The clock on the wall is

covered by a protective cage and there are acoustic
soundboards halfway up the wall on two sides of the gym.
The wall opposite the locker room doors is lined with
two sections of bleachers that are pushed back tightly
against the wall.
gym,

Lining the walls,

are eight long,

on both sides of the

narrow windows that have shades which

are always pulled shut,

preventing any natural light from

entering.
The gymnasium has a clean appearance.

The walls are

painted off-white and the floor has a clear finish over
hardwood boards.

A lion,

the school's mascot,

has been

painted in the center circle of the basketball court and a
large American flag hangs on the far wall.

Organizational characteristics.

Physical education

classes at Jacksonville have priority in the scheduling
process.

This has not always been true.

In the past,

students were scheduled into physical education classes
after other classes had been scheduled and as a result,
students were in classes with students from different grade
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levels.

The present principal was once a physical educator

in the system so he understands the importance of students
being in classes with students their own age.

He now

schedules students into their physical education class
first and then into other classes.

Each grade level is

divided into two sections and they alternate their physical
education class with a health class,
study hall,

a science lab,

or a

depending on their grade level.

The school day is divided into seven 55-minute
classes.

Both physical education teachers teach five

physical education classes and one health class every day
and have one preparation period.

Both teachers plan their

own classes independently from the curriculum guide which
states the philosophy of physical education at Jacksonville
and outlines activities that students will engage in while
at Jacksonville.

Although this curriculum guide exists,

it

is not used in practice.
Physical education and health are combined to make up
a department of health and physical education.

A health

teacher is the chair of the department but the department
operates very informally and Emmie and Keegan are given
leeway to make decisions for physical education.
Neither Emmie nor Keegan has experienced much
administrative support for their new roles,

Emmie as
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athletic director and Keegan as a novice teacher.
be

in part because the principal.

role and is therefore still

Bob,

This may¬

is also in a new

learning the ropes as an

administrator.

Aside from his required evaluations of

their teaching.

Bob has spent very little time observing

Emmie and Keegan in the gym.
Because both Emmie and Keegan coach in addition to
their teaching and spend long days at
sport

seasons,

school during their

they are not actively involved in the

politics of the school

system.

Emmie does contribute some

by volunteering to service a soda machine in which all
profits go to the local teachers'

association for

scholarships.

Cultural
school

characteristics.

Jacksonville

serving a rural community.

is a small

Many of the students

attending Jacksonville have parents who also attended
school

in the same system.

students are
sports,

A substantial number of

involved in extracurricular activities

music,

or clubs,

such as

while a small handful of teachers

participates as advisors and chaperones.
The

faculty at Jacksonville varies considerably in age

and experience and both junior high and senior high
teachers work together in the same building.

Teachers tend
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to separate themselves
teachers of
teachers,

into different social groups

similar age,

junior high teachers,

senior high

coaches and men interested in sports,

non-smokers,

(e.g.,

smokers,

and those who are together for no reason other

than that they happen to have the same preparation or lunch
period).

Most of these groups are casual and quite fluid,

and individual teachers may belong to several

social

groups.
Most of the

informal teacher interaction at

Jacksonville takes place

in the three designated teachers'

rooms before and after school and during lunch and
preparation periods.

Other common places are in the halls

and stairways or outside teachers'

classrooms between

classes.
Emmie and Keegan's classroom is the gymnasium,
unlike most teachers,

but

they have personal office space.

Their offices are secluded by virtue of being located in
the boys'

and girls'

locker rooms.

This tends to isolate

them not only from the rest of the school,
each other.

but also from

They do knock on each other's locker room door

if they have a question or need to talk.

If they want to

visit with other teachers they must go to the teachers
rooms,

but

school day

can only do this at certain times during the
(e.g.,

before or after school,

preparation or lunch period).

during a
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ThciTB is no inontoning’ systsm in placs fon boginning"
t0a.ch.03rs,

so K00gan,

who was appoint0d. whan Bob movod. into

his rol0 as principal,

had to learn the ropes on his own.

Although Emmie was available,

she had just taken on the new

role of athletic director and there was little time for
communication with Keegan concerning his job.

Springdale High School
Springdale is a medium sized school located in a
suburban area approximately ten miles from a large
metropolitan city.

The school district serves a community

that is steadily growing in population.

The present

student population at Springdale is approximately 600
students.

The physical educators at Springdale.

Two men and two

woman make up the physical education and health education
staff at Springdale.
the pseudonyms Greg,

They are represented in this study by
Warren,

Carrie and Mary.

All are in

their late forties and have been teaching together at
Springdale for over twenty-three years.
served a short while in the military,

All but Greg,

who

came to Springdale

directly from their college preparatory experience.
In addition to teaching physical education,

they are

all required to teach health classes and all four have
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coached at various times in their careers.
is coaching football,

Presently,

Greg

Warren track and Mary basketball.

Outside of their school responsibilities,

Warren has an

independent business of his own and Greg is a general in
the Army National Guard.
with children,

Greg and Warren are both married

Carrie is a divorced mother with teenage

twins and Mary is single.

Physical characteristics.

Springdale High School is

a large rectangular-shaped building set back off the main
road by a long driveway.
the driveway,

Athletic fields line one side of

and playground equipment belonging to an

adjacent elementary school lines the other.

A large

parking lot that runs the full length of the yellow cement
building separates the school from the athletic fields.
Small trees line a grass border between the parking lot and
the building and an outside courtyard marks the center of
the long building.
From the parking lot,

the main entrance is identified

by a large canopy running from the doors out to the
sidewalk where the school buses stop to load and unload
students.

The main office is located just inside a set of

double doors and is visible from the hallway through large
glass windows.

Behind a tall counter,

the secretaries
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share a roomy work space and the principal and vice
principal have offices connected to this busy hub.
In relation to the main office,
located in the back of the building.

the gymnasium is
The nurse's office,

the guidance office and the cafeteria are in close
proximity.
The gymnasium is ordinary --a large square space
designed specifically to host home basketball contests.
There is a main basketball court in the center and
bleachers are pushed tightly back against the side walls.
Green gymnastics mats cover the walls directly behind the
main baskets and a large mechanical door concealed between
the bleachers is available to divide the gym into two
separate teaching stations.

The walls are painted yellow

and eight ceiling windows let in a fair amount of natural
light.

Fifty-two green and yellow banners honoring various

athletic accomplishments cover the walls.
The boys'

and girls'

near end of the gym.

locker rooms are located at the

The men share an office in the boys'

locker room and the women share an office in the girls'
locker room.

The offices are small and do not provide

adequate space for two people.

The men have furnished

their office with only one desk that they share.
women,

on the other hand,

The

each have their own desk which
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provides them with individual work space,

but results in a

very cramped office.
The locker rooms are relatively small and very dark.
Metal baskets and long lockers are set up in rows with
benches in between.

Except for the fact that the girls'

locker room is painted pink while the boys'
blue,

they are very similar in design.

two noticeable differences.

The boys'

is painted

There are,

however,

locker room has a

separate changing room designed specifically for athletic
teams whereas the girls'
is that the girls'

does not.

The second difference

locker room has individual showers with

separate changing stalls for privacy,

while the boys'

locker room has only a gang shower.
Opposite the entrance from the hallway,

the gymnasium

has a second set of doors that leads to the back of the
school where the softball field is located.

This makes it

convenient during the spring and fall for getting outside
for outdoor activities.

Although the softball field is in

relatively close proximity to the gymnasium,

the tennis

courts and the track are on the opposite side of the school
and require a significant amount of commuting time.
The teachers'

lunch room is located directly across

from the gymnasium and all four physical education teachers
eat lunch there with their colleagues.

In addition to a
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convenient place to eat lunch,

the location of the lunch

room makes it an advantageous place to work during
preparation periods.

The men,

especially,

take advantage

of the close proximity and do most of their school work on
the long tables in the lunch room.
Although the convenience of the lunch room makes it an
excellent alternative to the crowded work space in the
men's office,

the tables and chairs in the teachers'

lunch

room are unusually small and are difficult to work on.
These are,

in fact,

tables and chairs designed for use in

an elementary school classroom and when adult teachers sit
down to work or to eat,

their knees will not fit

comfortably under the table.

Organizational characteristics.

There is no

department head assigned to health or physical education.
The physical education staff is directly responsible to the
principal who directs them informally.

The present

administration is relatively new to Springdale and although
the principal theoretically serves as the instructional
leader for physical education,

he has very little

involvement with the department.

The little communication

he does have usually comes in a top down manner and usually
focuses around budget deadlines,
teacher evaluations.

curriculum revisions,

and
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Historically,

departmental decisions have been made

informally by the

four teachers who meet whenever they feel

it

Occasionally,

is necessary.

the principal but,
what

directives will come

over the years,

from

they have learned to do

is expected with very little administrative direction.
Although these teachers are getting little direction,

they are not going unnoticed.

The administration keeps a

close watch over their planning.

Teachers at Springdale

are required to keep their plan books current.

This is

enforced by requiring all teachers to leave their plan
books

in their mailboxes at the end of each day.

they are not always checked every day,
has access to teachers'
this,

teachers must

Although

the administration

plan books daily.

In addition to

sign in when they arrive at

school

the morning and sign out when they leave school

in the

afternoon.

If they wish to leave campus

during the school day,

in

for any reason

they must also use this procedure.

Although the physical education staff

is provided with

a great deal of autonomy in their decision making,
discussions often occur and decisions are often made
the department by a sub-group.

for

Sometimes Mary and Carrie

will talk in their office between classes and later include
one or both of the men.
will make

More often,

important decisions

Carrie,

Mary and Greg

for the department while
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standing in a locker room doorway between classes.
is not always

Warren

included in these discussions because he is

usually not around between classes or during

preparation

periods when these informal conversations occur.
considers himself to be a loner and finds

Warren

little need to

interact personally or professionally with his physical
education colleagues.

No one,

not even Warren,

was willing

to reveal his routine.
There are no provisions

in the teacher contract that

limit class size in health and physical education.
result,

classes can range anywhere

thirty-plus.

As a

from four students to

This is becoming an important concern to

these teachers because the number of students entering
Springdale each year is steadily increasing and as a
result,

physical education classes are getting larger.

Because there is no system-wide curriculum in place in
the Springdale school district,
experience
independent

the physical education

for students at the high school

level

from their previous experiences.

is

A formal

curriculum for high school physical education does exist,
but the teachers are

free to chose which activities they

will offer for a given semester.

Because all

four teachers

worked to develop the initial curriculum and have worked on
all

subsequent revisions,

much of what

is presently taught
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reflects the current

faculty's beliefs and ideas about

physical education.
Two teachers,

a male and a female,

teach in the gym at the same time.

are assigned to

These two teachers

consider themselves a team and the teams have remained
constant

for most of their careers:

Greg teaches with

Carrie and Warren teaches with Mary.

Students are assigned

to one of the two teachers who is ultimately responsible
for assigning them their final grade.
offer a different activity,
lifetime activity,

Each teacher will

usually one team and one

and students can choose through an

elective process.
In order to meet
education,

all

state regulations

for health

four physical education teachers are

required to teach one quarter of health.
required for students at all

Because health is

four grade levels,

the

physical educators simply take their assigned physical
education class
health.

into the classroom for one quarter of

In order to take advantage of opportunities to use

the outdoor facilities

in the spring and fall,

health

classes are taught during the two winter quarters.

Cultural characteristics.

The entire Springdale

faculty is similar in characteristics to the physical
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education faculty.

Even though Springdale is only minutes

from a large diverse city,

the entire

faculty is white.

They are also a comparatively mature staff and congregate
in small groups with like interests

(e.g.,

smokers,

nonsmokers,

coffee drinkers,

complain).

With the exception of lunch time and

preparation periods,
schedules,
groups.

teachers who like to

which are determined by individual

teachers rarely gather together outside of these

There was a time when the entire faculty would

celebrate holidays and the end of the school year together,
but presently that very seldom occurs.
Because of the many years they have worked together,
the physical education faculty is relatively close-knit.
They do not

socialize outside of school,

but they have come

to know one another very well throughout the years.
Each teacher has his or her own standards
teaching,

for

and each teacher is allowed to teach

accordingly.

Conversations with teachers revealed that

although individuals do not agree with one another's
teaching style or even with one another's behavior,

there

is an attitude that teaching is a very personal and private
issue.

For example,

the women feel that they are more

contemporary in terms of understanding students and are
more professional

in terms of keeping current by attending
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professional

conferences.

the men become more
that

involved,

they can only be

example

is

that

Although they would like

three

they have

responsible
teachers

(Carrie,

even leave

the

preparation periods.

school

lot

of

before

female physical

time

together

and after

opportunities

coaching)
politics

to personal

his

paper work

mornings

help with the

them

this,

tend to

spend a
and

frequent

a variety of

topics

ranging

or their teaching and

home-life,

a

current

events,

in the

less

time

teachers'

together.

Greg

lunch room and
he

is

spends

assigned to

attendance procedures.
arrangement

situation where

from the men.
act

spend far

in the main office where

The physical

groups

of

and movies).

his

creates

gives

students

(e.g.,

all

and this behavior continues.

This

about

(e.g.,

Greg and Warren
does

approve

in their office between classes

talk

from professional

and Greg)

during his

education teachers

school.

to

grounds

A second

students unattended

Although they do not

they remain unconfrontational
The

Mary,

leave

see

to believe

for themselves.

complained that Warren often will
and will

come

to

As

their own norms

the

two

the women are

a result

informally as

of

of

two

this

separate

often separated

segregation,

separate

offices

entities

for behavior and their own

the

two

creating

informal
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communication system within the boundaries or their office
space.

Because this department has no formal means

communication

(e.g.,

department meetings),

information is disseminated among all
Because they are together more,

for

very little

four individuals.
and because of their

ability to consistently converse about their work,

the

women usually take it upon themselves to complete
departmental paperwork

(e.g.,

budget requests)

result they are usually more informed.

and as a

In addition,

because the women attend more professional conferences than
the men,

they usually are the ones who make suggestions

change.

Whenever the women feel that

it

is necessary for

the men to be involved in a discussion they will,
time or together,

for

go to the men and include them.

one at a
They

will usually pull Greg into their discussions before they
include Warren.
be more

This

is,

interested and,

in part,

in part,

because Greg appears to

because he is around

more.

Greg will consistently stick his head inside the

girls'

locker room door to include himself

in the current

conversations.
Because

it

is more convenient,

the physical educators

park in the back of the building and enter the school
through the loading dock entrance.

It

is very common for

them to stop in the morning to talk informally with the
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janitors who are usually breaking for coffee at

the same

time teachers are arriving for the day.

Lukie Memorial High School
Lukie Memorial High School
school

is a large

inner city

located in a city of approximately 90,000.

Memorial

is the second largest high school

Lukie

in the state and

serves a student population of approximately 3500.
is

Lukie

led by an interim principal who is assisted by four vice

principals.

The present

school was built

in 1978

to

replace an old overcrowded building that had become
inadequate

for the educational needs of

its

students.

The physical educators at Lukie Memorial.

The

physical education staff at Lukie Memorial consists of ten
full-time physical educators,

six men and four women.

are white and between the ages of 39 and 45 and all
agreed to participate in this study.
teachers had taught

All

ten

Although some of the

in other schools within the district,

all of the Lukie Memorial High School physical education
staff

started their teaching careers

in the Lukie system

and have never taught anywhere else.
When Lukie Memorial

first opened,

the physical

education staff was gender balanced with six men and six
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women.

The particular demographics of the present

resulted from budgetary cuts over the years
younger,

staff

in which

less experienced physical educators were let go

and more experienced teachers were moved around the system
to fill vacated positions.
The

four female physical educators picked their

pseudonyms together as a group.
Blanche,

Dorothy,

Their chosen names are

Rose and Sophia.

Dorothy is the only

woman who is presently married and Blanche,
divorced,

is the only woman with a child.

the women are presently coaching.

who is
Although none of

Rose and Sophia have both

coached for over half of their careers while Blanche and
Dorothy have never coached within the system.
The six male participants
Amos,

Andy,

Mac,

Mick,

and Sam.

in this study are Alley,
Like the women,

all

six

men have been in the Lukie system for their entire teaching
career.
at

All

some point

six men have coached athletic teams at Lukie
in their career and three,

are presently coaching.

Andy,

Mick and Sam

All are married and have

children.

Physical

characteristics.

Lukie Memorial High school

is a huge gray cement building that
separate sections called units.

is divided into four

The school building and
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all

the athletic

fields are completely surrounded by a

chain-link fence which is locked shut during the school day
for security reasons.

The main gate remains open but

is

watched by a security guard.
The physical education department
four,

the

field house.

is housed in unit

Unlike most high school physical

education teaching facilities that basically consist of a
basketball court surrounded by bleachers pushed snugly
against the walls,

Lukie Memorial resembles a facility more

likely to be found in a small college or university.
The field house is a large building that
to the rest of the school by a long hallway.
be

separate in that

outside and,

it has

is attached
It appears to

its own entrance from the

with the exception of a few minutes before and

after each class period,
school remain locked.

the doors to the rest of the

Between periods the doors are

unlocked so that physical education students can enter and
exit.

The locked doors limit the amount of traffic

through the

flowing

field house during class time and keep out

those who do not belong.
The entrance to the field house is on the end farthest
away from the main part of the school.
the

faculty and student parking lots.

Just outside are
Consequently,

both

students and faculty who travel to school by car use this
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entrance.

In addition,

the school buses use this entrance

as a pick up and drop off point.
heavy traffic

As a result,

there is a

flow through the field house before and after

school.
When you enter the field house from this outside
entrance,

you walk into a lobby filled with trophy cases

honoring many years of past athletic victories.

Straight

ahead are two doors that open into an Olympic size swimming
pool with bleachers on one side for spectators to observe
swim meets.
To the left of the lobby is the main field house.
field house

is very bright and very large.

The facility is

used both for physical education and athletics.
end of the

The

At the

field house there is an American flag,

flag and a school banner hanging on the wall.

far

a state

Huge red

banners hanging all around honor various championship teams
that have played at Lukie through the years.

Two bright

yellow curtains divide the field house into three distinct
areas.

One large area in the middle is the size of two

regulation basketball

courts side-by-side,

and two smaller

areas on each end are slightly larger than one regulation
basketball
are used as

court.

With the curtains pulled,

these areas

separate teaching stations by the physical

education staff.

The two smaller spaces are used as single
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teaching stations and the space in the middle
two stations

for some activities

(e.g.,

adaptive physical education classes)

and lacrosse).

four lane track.
markings on the

(e.g.,

basketball,

Around the perimeter is a

The entire floor is rubberized.
floor divide it

basketball courts side by side,
the

conditioning and

and as one larger

teaching station for other activities
flag football,

is used as

field house.

The

into four regulation
running the

full

length of

A score board in the center of the field

house hangs down from the ceiling and can be read from all
four sides.

At one end a batting cage is tucked up neatly

against the ceiling and can be lowered down for baseball
and softball practice.
In addition to the pool and the main field house,
there are
the

four additional teaching stations

field house.

weightroom,
the

One,

in and around

the well equipped and spacious

is a converted classroom located just outside

field house

in the main part of the school.

It has two

chalk boards on one wall and a bulletin board on another
and has a generous

supply of exercise equipment.

Another room in the field house is a small utility
gymnasium used as a combination gymnastics room and a
Project Adventure room.
field house,

This room,

like the rest of the

has a high ceiling and has been equipped with

an indoor high elements rope course.
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A third space

is a small room about the size of a

typical high school classroom with gymnastic mats attached
to all

four walls.

It

is used by the wrestling team as a

practice room during wrestling season.
education department uses
place

for all

classes.

it during the school day as a

students who are not participating in

It has about twenty chairs all

the doorway.

The physical

facing away from

Students who are assigned to a physical

education class,

but who are not participating,

the entire class time supervised in this room.
officially called the

"nonparticipation room"

teachers affectionately refer to it as
A fourth teaching station,
small
It

must
It

spend

is

but the

"the zoo".

the fitness room,

room upstairs just outside the girls'

is a

locker room.

is about the size of a regular classroom,

is carpeted

and has mirrors running the entire length of two walls.
The

fitness room is used for a variety of different aerobic

units

(e.g.,

aerobic dance,

aerobic exercise,

and step

aerobics).
All

ten teachers have office space located in the

locker rooms.
the boys'

The six men share two adjoining offices

in

locker room which is located on the ground floor

of the

field house.

The four women share one office in the

g-i]fls'

locker room which is located upstairs directly above
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the boys'

locker room.

Each teacher has personal space of

their own in one of the offices.

Their personal space

consists of either a desk or a counter top and an
individual locker located in a bathroom which adjoins each
office.

Each bathroom has toilets and showers for the

teachers'

personal use.

There was a room built on the first floor of the field
house originally designed to be a faculty room for the
physical education department.

Each department in the main

school building has a room that is used as a departmental
faculty room.

The room that was designated to be the

physical education department's faculty room is instead
used as the athletic director's office.

Although the

physical education teachers have office space,
offices are located in the locker rooms.

their

As a result,

the

men and the women are isolated from one another and there
is no common space where they can congregate on a regular
basis.

Consequently,

communication between the two groups

is limited and when it does occur is quite superficial.

Organizational characteristics.
members at Lukie Memorial,
female.

Of the 356 faculty

228 are male and 128 are

Of those holding administrative positions

department chairs,
and six are women.

curriculum directors),

(e.g.,

sixteen are men
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There has never been a novice teacher hired to teach
physical education at the high school since it opened in
1978.

Even then,

teachers from the old high school and

experienced middle school and elementary school teachers
were moved into the new high school when it opened.
There is a district coordinator,

Jonathan Myers,

who

oversees the entire physical education program grades K12.

Jonathan began as a teacher and coach in the system

and has been the district director for the past 24 years.
In this time he has built a dynasty of which he and all ten
physical education teachers at the high school are very
proud.
Jonathan was involved in planning the field house when
the new high school was built.

He fought hard to make sure

no corners were cut and he visited the work site regularly
during its construction.

Jonathan bought quality equipment

for his program and made it one of the high school
teacher's
equipment.

(Andy)

responsibilities to take care of all

In addition,

Jonathan hand picked from his

entire district staff ten of his best teachers to make up
the high school department.
Of the present staff,
high school level.
(Rose and Sophia)

Two men

four always have taught at the
(Sam and Mick)

and two women

were staff at the old high school where
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physical education was required for sophomores only.

The

remaining six had been elementary and middle school
teachers.
facility,

With the opening of the new high school
physical education became a requirement for all

students and hence the department size increased.
Jonathan did not move his office into the new
building.

He did,

however,

established himself as the

commander in chief and ruled from the administrative
building downtown.

Although Jonathan solicited the

opinions and ideas of his staff,
autocratic.

his leadership style was

He had very specific ideas about how he wanted

his K-12 physical education program to run and he expected
all his teachers to teach accordingly.
The physical educators at Lukie refer to Jonathan as
"THE BOSS".

It is quite obvious that the present physical

education program at Lukie Memorial is partially a result
of Jonathan's interest and autocratic management style.

He

pushed hard for quality physical education programs
throughout the system and lobbied hard for support for his
program.
With the help of his staff,

Jonathan developed a

detailed K-12 curriculum guide that teachers were expected
use.

It specified what activities each teacher should be

teaching,

what specific skills should be emphasized and in
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what order.

It also provided teachers with tests

tests and cognitive tests).

(skills

By the time students pass

through the system and reach high school,

they are expected

to have had the same experiences in physical education,
regardless of which elementary or middle school they have
attended.
Over the years,

Jonathan has communicated his

expectation that teachers will adhere to his curriculum.
He monitors each school's program and keeps a very close
eye on the teachers.

As a rule,

he visits the high school

every day and even though the teachers say he has softened
a little over the years,

they still seem to take particular

caution to "do the right thing"

in his presence.

Jonathan's consistent support over the years has given
his staff a strong sense of worth.

The Lukie system is

considered by the teachers to be very political and
Jonathan represents the concerns and needs of his staff in
the political arena. He is also the key decision maker for
the department.
Unlike other departments in the school
history,

math),

(e.g.,

English,

the physical education department does not

have a department head to make decisions within the
school.

Although Jonathan has this role,

there are times

when decisions need to be made immediately and Jonathan is
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not there

(e.g.,

the gym is unexpectedly needed for a

school event and a decision needs to be made about what to
do with physical education classes).

Because professional

status is equal among the ten physical education teachers
at the high school,

none feels comfortable making decisions

for the department in Jonathan's absence.
Although Jonathan's programs have experienced some of
the recent district-wide budget cuts and his high school
staff has been reduced from twelve teachers to ten,

his

staff believes that they have a physical education program
that is better than most,

especially for a school of their

size.
At the present time,

students at Lukie Memorial High

School are required to take physical education for two full
years,

usually during their ninth and tenth grade years.

During their eleventh and twelfth grade years they take
physical education for half a year.

In any given year

juniors report to physical education classes during the
first half of the school year and seniors the second half.
On the average there are 230 students taking physical
education in a given class period.

Lukie offers an

elective program and all classes are coeducational.
reality,

In

some activities still seem to attract mostly boys

(football,

lacrosse)

(aerobics,

fitness,

and some attract mostly girls
walking).
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The school year is divided into approximately eight
different units,

each unit about

Four different times a year,
students to choose,

four to six weeks

long.

a day is set aside for

from a variety of activities,

the

classes they would like to take.

During these times they

choose activities for two units.

Not only do the students

at Lukie Memorial have many activities to choose from in a
given unit

(approximately six different choices per unit),

but they also can choose among several different teachers.
Students choose their activities sometimes because they are
interested in the activity,
a particular teacher,

other times because they prefer

or even because they are trying to

avoid a teacher.
During any given period,
floor teaching activities.

there are six teachers on the

There

is always one teacher

assigned to the non-participation room and each teacher
gets one preparation period a day.

The particular period

in which each teacher is assigned their preparation time
rotates yearly.
In addition to their classes,

the physical educators

at Lukie Memorial also have administrative duties.
these duties are school duties that other teachers
school also have
hall).

(e.g.,

Some of
in the

supervising a home room or a study

Others are specific to physical education

(e.g..
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supervising the non-participation room,
equipment,

taking care of the

overseeing the medical excuse system).

All of

these duties are assigned to the physical education
teachers not by the high school principal but by Jonathan.
The principal

communicates with Jonathan about the number

of home rooms and study halls he needs covered.
in turn,

Jonathan,

lets the principal know what other duties are

required for the physical education program and how many of
his teachers are available to cover home rooms and study
halls.

Jonathan reassigns administrative duties to his

teachers each year on a rotating basis.
Because of the large student population at Lukie,
becomes difficult to manage the students.
students'
teachers.

names,

Learning

becomes a huge task for

Each time the specific activity units change,

teachers are
know.

for example,

it

faced with new students whom they do not yet

Because they are dealing with such large numbers,

the teachers at Lukie Memorial
procedures

for absences,

follow very stringent

medical excuses,

and non¬

participation .
Four vice principals assist the principal at Lukie
Memorial High School and each is assigned to one of the
four classes
class,

Ms.

(e.g.,

Mr.

Simpson is assigned to the senior

Hardy to the junior class,

Mr.

Baldwin to the
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sophomore class,

and Mr.

Spencer to the first year class).

When teachers have problems with students,
deal with the vice principal who is

they have to

in charge of the

specific student's class.
The most common problem for the physical education
teachers

is students skipping class.

If a ninth grader is

suspected of cutting physical education class,
his or her name is sent on a form to Mr.
To help simplify the process,
for freshmen,
white

for example,

Spencer's office.

forms are color coded orange

yellow for sophomores,

blue

for juniors,

and

for seniors.
In addition to students cutting class,

the vice

principals deal with all types of student discipline.
isn't very often,

however,

that a student

is

sent

It

from a

physical education class to a vice principal's office for
disciplinary reasons.

The physical education staff prefers

to handle their own discipline problems

in the field house

and are available to help one another when necessary.
Because teachers have to deal with four different vice
principals,

four different office staffs,

four different procedures
it

and in reality

for handling discipline issues,

is more efficient to handle things themselves.

way,

This

problems are resolved and they do not have to wait

while an issue gets caught up in paper work in one of the
vice principals'

offices.
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Cultural characteristics.

The student population at

Lukie Memorial High School reflects that of most inner city
schools.

Although it is predominantly white,

a large

percentage of the student body is Portuguese and there are
about 1000 out of the approximately 3500 students whose
first language is not English.
Portuguese population,
students.

In addition to the

there is a growing number of Asian

Fewer African American and Hispanic students

attend Lukie.
The teaching staff,
same racial mix.
Lukie Memorial.

however,

does not represent this

There is only one minority teacher at
The faculty at Lukie is a relatively

senior staff with the majority having taught for 20 years
or more.

This high number of experienced teachers is

primarily the result of system-wide budget cuts over the
years.

Due to union regulations,

fire younger,
tenured,

the trend has been to

less experienced staff and to maintain

more experienced staff.

This has resulted in an

aging faculty at Lukie.
The faculty as a whole is physically grouped by
department.
classrooms,
rooms.

That is,

each department has its own set of

supporting laboratories,

and individual faculty

There is no common faculty room for all teachers

and although teachers are free to use any faculty room they
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choose,

most tend to use the closest one which is usually

their departmental faculty room.

This physical design

tends to encourage teachers to congregate before and after
school and during lunch and preparation periods only with
people who share their same academic discipline.
there are exceptions,

Although

very few teachers mix regularly with

teachers who teach subjects different from their own.
The physical education staff spends the majority of
their work day within the walls of the field house.

One

exception is Alley who consistently spends time in a
teachers'

lounge in the main school.

All nine others have

friends in the main part of the school,
will go there.

As a result,

but they rarely

they get little information

from the main part of the school.

Most information comes

informally from one of the teachers who happens to travel
into the main school to use the xerox machine or to buy a
school lunch,

and it is informally passed from one physical

educator to the other.

Jonathan also will provide

information to the department and is their most consistent
source of outside communication.
As a group,

the physical education staff functions as

a subculture within the larger high school faculty.

They

are physically separated from other teachers and although
some serve on school committees and deal with the vice
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principals^

offices

regularly,

they are largely governed

by their own set of rules and expectations.
This is in part because of Jonathan's leadership
style.

As mentioned earlier,

Jonathan has held his staff

accountable over the years by stating clear guidelines,
monitoring his staff regularly and consistently evaluating
their work.

In return,

Jonathan has made his teachers feel

that what they are doing is important.

He values his staff

and represents them in the larger school system politics.
In some ways this arrangement protects his teachers and
allows them to put all their time and energy into their
work.

In other ways,

this isolates his teachers more and

allows them to become culturally separated from the rest of
the school.
Over the years,

Jonathan's rules and expectations have

been adopted by the staff as their own and modified to meet
a consensus within the group.

Over time,

however,

the

group has become divided into two separate gender-based
subcultures within the larger group of ten.
occurred,

in part,

This has

because of the physical design of the

field house.
Unlike teachers in other departments who have a common
meeting place,

the physical educators at Lukie do not have

a departmental lounge where they can spend time together as
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a group.

Their office space becomes their place to

congregate and because of the location of the offices,
men and women congregate separately.

the

The only consistent

time the men and the women have to communicate is

"on the

floor" as they are going to meet their classes or leaving
classes to go back into their locker rooms.
Although all ten members of the present faculty have
worked together for approximately twenty years,

the four

female physical educators have shared an office for all
that time and the six men have shared offices equally as
long.
Each group publicly shares ideas and values about the
workplace that are very similar to the other members in
their group and members of each group support one another
on issues that affect the department.

For example,

whenever there is an issue that affects the department,

the

women and the men spend time between classes discussing the
issue in their respective offices.

By the time the issue

is finally addressed with the entire staff in a department
meeting,

the men have very often united in their position

and the women in theirs.

Sometimes the men's group and the

women's group agree on an issue and sometimes they do not.
On occasions when they do not,
more divided.

the groups tend to become
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The men have,
relationship.

for the most part,

a brotherly-

Their conversations remain relatively

superficial and center around safe topics such as sports,
current events,

people,

school and students.

They like to

joke and tease one another and especially enjoy teasing
other teachers,
students.

their student teachers and on occasion,

They proudly tell stories of all the tricks they

have played on different people over the years

(e.g.,

putting fish bait in the hub caps of a student teacher's
car on a hot day,

getting a student teacher to climb up on

the platform of the high elements course and leaving him
there for the afternoon).
When the men are together in a group,

they seem to

compete with one another with their stories and jokes.
They have a sense of camaraderie,
superficial.

Unlike the women,

but keep it light and

they do not seek one

another out for emotional support.

They tend to keep all

personal things to themselves.
The men's subculture is very closed and works to
protect their time together.
lunch time,

On several occasions during

I observed students who would come to the door

to ask a question and be forced to stand there until one of
the men would finally acknowledge them.
The men will occasionally talk about their teaching,
but will do this more privately on an individual basis.
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The men are not as inclusive and often will subdivide into
smaller groups.

For example,

some of the men will share

more of their personal feelings with one or two individuals
in the group,

but never with the group as a whole.

Although the men share a strong cohesive social group,
when examined more closely,
of it.

they are not all equally a part

Amos tends to enjoy time to himself and spends a

great deal of his free time tending to equipment

(e.g.,

organizing equipment for the athletic teams and/or the
physical education classes,

repairing broken equipment,

washing and folding uniforms),
duty that he enjoys.

which is an administrative

Alley operates independently from the

rest of the group and does not always communicate with the
group.

He spends his free time away from the physical

education office with teachers from other departments.
This men's culture was,

however,

open to some other

men from outside of the physical education department.
Jonathan,

the director of physical education and Chuck,

athletic director,

the

were welcomed members of this group.

Some other teachers in the school who coached were also
included.
The women,

on the other hand,

relationship with one another.

share a more intimate

They are much more open and

their conversations are usually more personal,

centering
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around topics such as family,

friends,

weekend activities,

personal finances and their feeling’s about work and life.
They are supportive of one another's personal and
professional lives.

They talk in depth about issues and

many times will begin a discussion in the morning and
revisit it throughout the day each time they return
together to the office.

Although there are different

degrees of friendship among the four,
strong bond.

they all share a

They also share a belief that there is sexism

within the department and that the men with whom they work
are not aware of it.

Examples of sexism were not blatant

during my observations,

but were shared with me through

stories the women told about past experiences.
included such things as sexual harassment,
equal work in coaching,

unequal pay for

the assumptions that certain

activities were gender-oriented
football for boys),

These

(aerobics for girls and

exclusion from the old boys'

network,

less informal interaction with their male boss than the men
have,

and a general belief that their opinions were not as

valued as those of the men.
The women will gather in their office before school
and chat casually while they prepare for the day.

They

spend lunch time together each day in an equipment room in
the girls'

locker room that they have adopted as their
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lunch room.

They have moved in a microwave and a

refrigerator and have put a long table with chairs in the
center of the room.
together,

The men and the women never eat lunch

but instead stay separated in their gender

isolated locker rooms.
The women have worked together in this building for
over fourteen years and though they have had occasional
misunderstandings,

they are very close and truly care for

one another as individuals.

They are serious about their

teaching and present themselves as professionals while at
the same time they make it a point to have fun by teasing
one another,

telling jokes and sharing stories.

They have

formed a strong collegial bond and freely share their
thoughts,

feelings,

and opinions with one another.

They

carefully make decisions that affect their work as a group
and take time to consider one another's opinions.
Rose and Sophia tend to see one another socially,
which gives them a bond not shared by the rest of the
group.

The women do,

special occasions

however,

(e.g.,

of the school year).

gather together socially on

the December holidays and the end

This is something that they all seem

to enjoy.
The women,

more than the men,

differences between the two groups.

are aware of the
They believe that they
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are treated differently from the men.
this

One major example of

is that they believe they are the last to know any

information that comes directly from the physical education
director,

Jonathan.

They also believe they are held to

more rigid standards than the men

(e.g.,

on one occasion a

female teacher was publicly reprimanded for leaving school
and asking another teacher to cover for her,
that happens

frequently among the men who,

are never reprimanded).

a practice

the women claim,

The women believe they are

disciplined more frequently for faults that are committed
by both the men and the women

(e.g.,

Jonathan calls

meetings to scold the entire group when he feels the men
are at

fault,

but deals with the women one-on-one when he

feels they are at

fault).

these

not one of the men mentioned any

inequities,

While all

four women discussed

awareness of differences between the two groups.
men were asked directly about this,

When the

they unanimously

replied that they saw no inequities.
If the intention has been not to discriminate,

the

particular demographics of this workplace have caused some
discrimination to occur.

The particular demographics of

Lukie Memorial have influenced how relationships with
people in power have developed over the years.
there

Because

is no common space for the men and the women to
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congregate
are men,

and because most

the women have not

information as

the

access

athletic

locker

to

are

group.
the

not

all

the men

During this

not

time,

course

is

casually talks

not

time
doing

athletic

to different

informal

go

For example,

in the boys'
the men

a part

of

one

the

included because

teachers.
into

of

field house

Between classes

the boys'

Because

23

years.

As

he

is

locker room
a man and

Jonathan spends

receive

a result,

he

has

relationship with the men that
The

information before
it

at

the women receive

certain

need to know,

it

but

through the

locker room,

have with the women.

the men receive

had

locker room with the men and has been

for the past

women do not

to

director while

to be

he walks

in the girls'

in the boys'

not

group.

subgroup of

informally with the men.

developed an
does

a

are never

lunch time he will

allowed

so

Lukie

these meetings.

When Jonathan appears

and talk

access

spends mornings

talk with the

The women of

and during

in power at

in the group have

included or wish not

location of

and

same

information within the

gather around to
or two

had the

director often

room.

the people

the men.

In addition,
equal

of

is

all.

implications

that

the women or that

Jonathan does make

information that

the

are

informal

he

the
sure

he believes

communication

from

they
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which the women feel excluded.

More times than not,

the

women feel angry and frustrated with this system and resent
it with a passion,
aware that

it

while the men do not even seem to be

is happening.

The two groups
groups.

interact socially as two separate

The men's group will go out

times a year

for beers two or three

(usually at the beginning of the year,

Christmas break,

and the end of the year).

The women also

go out

separately on these occasions.

invite

friends but they are usually same-gender friends and

no one

from the opposite group is ever included.

There

Each group will

is almost an agreement among the entire physical

education staff at Lukie that
way that you want to do it,

"I'll

but

let you do your job any

in return you have to let

me do my job the way I want to do it".

This

is prevalent

in the many different teaching styles displayed by these
ten teachers.

Teachers will cover for one another when

necessary and on occasion someone will

spend time on some

outside project while supervising a class
or outside job).
women;

This

nonetheless,

(e.g.,

coaching

is a norm for both the men and the

when the women are upset with the

behavior of a colleague someone will mention it to that
colleague.

The men,

without comment.

on the other hand,

just

let

it go
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The students often will pick their activity by the
teacher who is teaching it rather than by the activity
itself.

Many of the male physical education teachers

refuse to teach any of the classes that are traditionally
considered female classes
addition,

(e.g.,

aerobics,

fitness).

some of the men will discourage boys

In

from taking

such classes with subtle jokes and remarks and will
discourage girls and low skilled boys from choosing their
classes by targeting their classes more for the high
skilled student.

Conversely,

other men will encourage

these students to take their classes by creating an
atmosphere that welcomes the low skilled student.
For most,
ways boring.

the job has become routinized and in some
All ten have considered leaving teaching or

some other professional change.
outside

Some have established an

interest that provides them with extra money and a

different routine.

The reality is,

however,

that

it

difficult to make a professional change in teaching.
average age of these teachers
tenured,

secure in their jobs,

their district.
else

--

is

forty-six.

is
The

They are

and making top salary in

Although all think about doing something

none dares to make that move.

experience to move to a different

They have too much

school

system,

very few administrative positions to compete for,

there are
and to
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start
risk.

something completely new presents too much personal
As a result,

many feel trapped yet plan to finish

out their careers at Lukie Memorial High School.

Summary
The school profiles provide us with rich descriptions
of three different schools as places where teachers work.
The profiles were constructed to help answer the first
research question proposed in this study:

How do secondary

school physical education teachers describe their work
environment and what do they describe as being significant
when asked to talk about their workplace?
School profiles were developed to reflect each
school's work environment

from the perspective of the

teachers who live and work there.

Each profile was

composed from transcripts contributed by all members of the
physical education departments who worked within each
school and from field notes from observations and informal
interviews.

The profiles represent the physical,

organizational and cultural characteristics of each school
that

teachers believed were significant

in relation to

their work.
Although the profiles represent the job of teaching
physical education in secondary schools,

they represent
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three distinctly different work environments
job of teaching physical education occurs.
examples of differences

for physical education,

education colleagues,

Obvious

include size of workplace,

of non-teaching responsibilities,
support

in which the

number

extent of administrative

number of physical

and cultural expectations

for teacher

behavior.
In addition to the differences highlighted by the
profiles,

there are also some similarities suggested among

the three schools.
in the

These commonalities will be represented

following section in the form of themes which were

constructed to help answer the research questions.

Themes
The purpose of this section is to present themes that
were

identified from the combined data sources.

These

themes represent commonalities among the sixteen
participating teachers'

perspectives on their schools as

workplaces.
The categories and domains were established to provide
a way of understanding schools as places where teachers
work.

Although each category created usually fell within

one of the major domains,
interrelated.

these three domains are highly

Teachers experienced these domains not as
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®rititi0s but
Tsachsirs taught

in combina.tion with ©ach oth©n.

in schools where all three components were

very much a part of their workplace.
that

It

is for this reason

the themes will be presented in terms of their

^^l^bionship to the aggregated data about school workplace
as a whole.

Each theme will be linked with whichever of

the three domains seems reasonable and teachers'

quotes

will be presented as evidence from the supporting data.
The reader may note that,

because there was no attempt to

assure that all teachers were represented equally,

there is

an imbalance of more women's quotes than men's quotes.
every case,

In

the best examples were used.

While some themes may fall clearly within one of the
three domains others may be associated with two or even all
three domains.

The following themes

illustrate

commonalities of how sixteen secondary school physical
educators viewed their work environment:

(a)

ambivalent about the effects of isolation,

teachers feel

(b)

teachers

lack control over significant aspects of their daily work
lives,

(c)

teachers seek rewards for activities other than

physical education instruction,
in department
teachers are

leadership:

(d)

teachers

feel a vacuum

like a boat without a rudder,

(e)

influenced more by students than by any other

aspect of their workplace,

(f)

teachers'

finite time and
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energy are drawn away from instruction toward other
responsibilities.

Teachers Feel Ambivalent about the Effects of

Isolation

Freedom for these teachers came in the form of
isolation.

Although the price for this

freedom was high,

teachers valued the autonomy they believed they received in
trade for their tolerance of

isolation.

teacher isolation went beyond physical
included examples of cultural
noninterference as well.
many negative ways
their programs,

Evidence of
seclusion and

separation and organizational

Although teachers talked of the

in which isolation affected them and

it became apparent that teachers enjoyed

what they perceived to be a positive side and behaved in
ways to protect the the autonomy that they have come to
enjoy.

The gymnasium provided a haven where teachers could

retreat to be

free from the watchful eyes of others

--

a

setting in which their own standards could be applied.

Physical

seclusion.

A concern that

is common within

the physical education literature is seclusion or physical
isolation,

caused in part by the physical

location of the

gymnasium in relation to the rest of the school.

This was

true of the gymnasia at both Lukie and Jacksonville and
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somewhat true for Springdale.

Although the gymnasium at

Springdale was located far away from the main office,
prevented regular contact with administrators,
proximity to the teachers'

which

its

lunch room provided the physical

educators with some consistent contact with other teachers,
particularly at lunch time,

and there teachers almost

always ate lunch in the teachers'

room.

Being secluded in gymnasia set up a situation where
other teachers in the school were generally unaware of the
physical educators and their program.

As a result,

other

teachers rarely understood what went on in physical
education classes.

This also worked in reverse.

The

physical educators became so engrossed in their own world
that they were unaware of other teachers around them.
might be expected in the larger schools,

This

but Emmie's

comment suggested that it was also true for teachers
working in the smallest school.

Emmie

(Jacksonville):

I don't see some teachers

because I am hidden in my own little area down here
we're away from everybody else
the hall.

unless I see them in

But to actually speak to them --

forget that some teachers are around.

I kind of
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Although Keegan spent more time
than Emmie,

in the teachers'

he too felt separated from his colleagues.

Keegan said he could go for days without
teachers.
teachers'

room

seeing other

Unless he made the effort to go down to the
room in the morning or at

lunch time,

he wouldn't

see any other adults besides Emmie all day.
The effects of physical
exacerbated over time.

isolation appeared to be

Teachers at Lukie felt that over

the years they had become less apt to expend the effort

to

go into the main part of the school to socialize with other
teachers.

With the exception of the

fall

that enticed some teachers to socialize,

football pool
and certain

assignments that required teachers to leave the area
study halls,
at Lukie

felt

home room,

medical excuse program),

(e.g.,

teachers

little need to leave their field house.

Dorothy explained:

Dorothy
that

(Lukie):

Unless you have the Med-Ex program

I'm taking care of,

that gives me an opportunity

to get out and see the nurses or go up to the vice
principals'

offices and deal with different people

other than that,

--

you really don't have a need to get

out of the area....
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What may surprise some readers
teachers

is that even though

in this study were clearly aware of the physical

isolation they experienced because of the location of their
gymnasia,

it was not a major concern for them.

Perhaps

this was because they had never known it to be different or
because

isolation provided them with a certain amount of

privacy that they interpreted as autonomy.
outsiders may see this as
1983),

this

Even though

"autonomy born of neglect"

(Bain,

freedom from others was valued and protected by

these teachers.
Although most

felt that

more with other teachers,
that decreased,
with others.

it would be nice to interact

they themselves behaved in ways

rather than increased their interaction

These teachers clearly liked being separated

and away from the watchful eye of the rest of the school.
As a result,

they spent most of their non-teaching time in

their office or in the gymnasium.

Mick's comment

illustrated an attitude that was held by most teachers
this

in

study:

Mick

(Lukie):

I

think we are fortunate down here where

we are physically by ourselves.
from the mainstream.

I think we're away

We have unique problems but we

don't have to deal with a lot of problems they have to
upstairs.
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A second way in which teachers were secluded was
created by the location of teachers'
and the need to supervise students
classes.

This kind of

isolation,

physical design of the school,

personal office space

in locker rooms between
also a result of the

has not received specific

attention in the physical education literature.
Every teacher in this study had or shared an office
located inside a locker room.

In no case did any of the

offices have an entrance off the gymnasium that was easily
accessible to both men and women.

This physical design

made personal office space off-limits to students and
colleagues of the opposite gender.
Location of offices magnified the issue of
for these teachers.
educators

isolation

Although the secondary school physical

in this study had other physical education

colleagues with whom they worked,

the location of offices

separated the men from the women during most of their non¬
teaching time.

Most teachers used their offices

exclusively for paperwork,
personal quiet time.

planning,

As a result,

conducive to these activities
school,

preparation periods,

often spent either alone
at Jacksonville

—

socializing,

and

schoolday times most

(e.g.,

before and after

and between classes)

were

(in the case of the two teachers

one male and one female),

or together
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with office mates of the same gender

(and therefore apart

from colleagues of the opposite gender).
While thirteen of the sixteen teachers in this

study

spent most of their non-teaching time in their offices,
three exceptions were Greg and Warren
Alley

(Lukie).

office,

(Springdale)

and

Because of the cramped quarters of his

Greg would often work in the teachers'

lunch room

whenever he had paperwork or work for which he needed space
to spread things out on a table.
knock on the girls'

Occasionally,

locker room door to check in with the

women on his way to or from the teachers'
gave him some,

he would

although limited,

lunch room which

contact with his

female

colleagues.
Warren

(Springdale)

and Alley

(Lukie)

spent a

significant amount of time away from the gym daily,
although not because these teachers sought companionship
with other teachers

in the school.

was a loner and didn't
the men's group.

feel that he was included as part of

As a result,

away and to be alone.

Alley disclosed that he

he said that he left to get

Warren on the other hand,

did not

disclose where he spent most of his time away from the
gymnasium area,

nor was

colleagues reveal this

I able to observe,

nor did his

information.

With the exception of the above mentioned three,

the

majority of the teachers enjoyed their offices during their
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Mick's

(Lukio)

I did

commont oxplains this:

[go to a common teachers'

school]

room in the main

when I first started teaching here but now

usually if you have a free period with one of the
other guys down here,

you just as soon not go to the

other part of the building,
just content down here.

not at all.

We're all

During your free period you

might be doing a lesson plan or you might be reading
the paper,

taking a snooze or whatever.

There is

really no reason to go any place else.

As suggested,

the teachers in this study enjoyed

spending time in their offices.

At Jacksonville,

this

meant that Emmie and Keegan spent their "office time"
alone.

In schools where offices were shared,

this meant

that teachers spent significantly more time with colleagues
of the same gender than with colleagues of the opposite
gender.

Gender segregation was the case at Springdale and

Lukie where teachers had been segregated by their office
locations,
years.

and thus grouped by gender,

for over twenty

This had resulted in strong collegial relationships

forming within the same gender groups and far less
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significant relationships forming across gender groups.
This had serious cultural implications for the physical
education departments in this study.

Because of the gender

grouping caused by physical office space,

the privacy

allotted by the isolation of that office space,

and the

amount of time spent in gender-segregated groups,
subcultures formed within the departments that illustrated
cultural differences between the male and female staff.

Cultural separation.

Subcultures were formed within

the departments based on gender,

each subculture based on

significant relationships among its members.

All members

shared a rich past history over which each group had
negotiated its own values and norms for behavior.
of this division,
from one another.

Because

men and women became culturally separated
Although this was true for both

Springdale and Lukie

(schools with staffs consisting of two

or more men and two or more women),

it was more obvious at

Lukie because of the size of the physical education staff.
For this reason,

examples from Lukie will be used to

illustrate the concept of cultural isolation.
As indicated above,
the boys'

the six men shared an office in

locker room and the four women shared an office

in the girls'

locker room.

Over the twenty-plus years that
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these groups had been separated from one another,
developed separate group identities.

There were clearly

two separate subcultures operating at Lukie,
subculture and a women's subculture.
observed by an outsider,
teachers involved.

they had

a men's

This was easily

but was less obvious to the

All ten teachers,

however,

were aware

that the men and women differed in their beliefs and
attitudes about their work.

The women referred to this

more frequently than the men.
All ten teachers at Lukie were aware that their two
groups did not interact often enough but blamed it on the
situation of office space.

They all mentioned that their

lack of a common meeting space made the problem worse.
Furthermore,

they all agreed that over their two decades of

working together the physical separation had pushed the two
groups apart socially and philosophically.

Rose's comment,

articulated more by the women than the men,

represents an

understanding held by all.

Rose
very,

[Lukie]

I believe in our department,

we are

very much segregated in terms of male and

female.

Since we think of things differently and we

react to things differently,
overall curriculum,

I think it impacts on our

more so than it would in a smaller
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school.

In this high school we are very much

separated and we act as almost two separate
departments at times.

Rose,

very much aware of differences between the men

and the women,

believed this problem was compounded by the

fact that the men and the women did not spend time together
as a whole department.

Rose strongly believed this

division affected almost every decision that was made
within the department.

When decisions needed to be made

they were discussed first within the two separate camps and
later among the entire group in a department meeting.

Rose

was convinced that each group valued their own opinions and
ideas over those of the other and very often saw things
differently,

partially because women and men perceived

social situations and their roles differently.

Rose

[Lukie]:

The women are more concerned with the

inter-relationship of people where the men tend to
say,

this is my job.

I'll do it.

discussion or debate on policy,
perceive things differently.

Any time there is a
it's usually that we

The women tend to see

things one way and the men will tend to see things
another.
will

There is,

[sometimes]

[however],

overlap.

a gray area where we
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As

subcultures,

Springdale

the women and men at both Lukie and

felt comfortable within their own groups.

They

related well to people within their groups and tended to
find a great deal of support

from people who shared similar

beliefs and attitudes about teaching.
As an entire physical education staff,
these teachers
the

school.

felt

in contrast,

isolated from the overall culture of

This was caused in part by their lack of

interaction with other teachers and in part because of the
organizational

structure of the schools.

Although most of

these teachers had formed friendships with other teachers
in their schools,

the school organization offered little

opportunity for interaction among friends and colleagues.
Because these physical educators

interacted infrequently

with teachers of other subjects,

they had little

opportunity to share information about who they were and
what

they did or to find out the same details about their

colleagues.

This may unwittingly have encouraged other

teachers to hold particular stereotypes about physical
education and contributed to keeping physical education at
the margins

in these schools.

Rose explains how physical

education is perceived differently at Lukie than other
subject areas:
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Rose
I

[Lukie]

This is Brenda

[photographed]

[a science teacher].

Brenda because part of physical

education at Lukie is the way we are treated or
perceived by the rest of the school.
good science teacher.
accomplished person,

Brenda is a very

She is recognized as an
as somebody who is an educator,

yet within our department of physical education,

you

can have people who achieve or accomplish as much and
you will never be put on the same level as a science
teacher in this school.

This lack of
opportunities

interaction with other teachers also reduced
for the physical educators to hear from their

colleagues their ideas and expectations about physical
education or to converse about

school-wide concerns such as

policy or educational and personnel matters.
this

Once again,

situation allowed the physical educators the freedom

to cling to their own beliefs.

In spite of their own

apparent

lack of willingness to lobby for their programs,

teachers

in this study complained that the other teachers

in their schools did not understand them,
their programs.

their work or

Perhaps this was partially a result of the

physical educators'

not

initiating interaction with

administrators and other teachers.

The comfort these
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physical educators cherished in being physically isolated
cost them significant benefits of membership within the
larger school community which in turn contributed to the
marginal

status of physical education in these schools.

Organizational noninterference.

The marginal

status

of physical education was organizational as well as
cultural.

Physical education did not hold the same status

within the organizational

structure of these schools as

other content areas and this intensified the isolation that
these physical educators

felt.

Organizational noninterference was the biggest price
these teachers had to pay for their freedom.

This resulted

from these physical educators being left out of the
organizational
three schools

structure of their schools.
in this

study

formal

Two of the

(Springdale and Lukie)

did not

have department heads assigned to physical education,
although all other departments did.
At Lukie,
the district

the physical education staff had to count on

level physical education director

(Jonathan),

who was sometimes available for high school meetings and
sometimes not,

to represent their interests

governance and politics.
uninformed about

school

As a result,
issues.

in school

they often felt

Sam's comments reflect a
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feeling held by all physical education teachers at both
Lukie and Springdale:

Sam

[Lukie]

We have no representation.

[department meeting]

They had one

the other day where they were

going over student assessments and things like that.
Every department
department.
things.
made.

is represented except the phys.

We're never involved in any of these

We have no input

into any decisions that are

Jonathan attends some meetings

they are more on a broader scope.

I guess,

but

On the individual

school decisions that are made here,
don't have

ed.

most times we

[a voice].

The teachers at Springdale were in a similar
situation.

They had been fighting for a department chair

position for years and still did not have representation.
Because no physical education coordinator or department
head was assigned to physical education,

the physical

educators reported directly to the principal.
direct

implications for teachers'

This had

work in terms of the

administrative decisions that were made for the
department.

Unlike Jonathan at Lukie being responsible for

such things as budgeting and ordering,

the teachers at

179
Springdale had no one to do these things

for them and

therefore had to do them themselves.

Carrie

[Springdale]

over the years.
don't do it,
not to do it.

We have assumed that role

It's not even cooperation --

it just doesn't get done.
.

.

.

Well,

People told us

if you don't order equipment

then you don't get any equipment,
those duties because

if we

so we just assumed

if we didn't do it,

it wouldn't

get done.

In the entire time that Mary had been at Springdale
there had been three changes

in administration.

Even

though outside accreditation teams had recommended twice
that

the school assign a department chair for physical

education,

the district administration had not carried

through with that recommendation.

Mary

[Springdale]

chair meetings,

when they have meetings,

department

we're never included in that

...

we

hear things through the grapevine that transpires that
might be something we need to know
problem or if there's

...

if there is a

something that we need to do

like turn in our budget request or do an inventory or
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something like that,

then the principal would say

during an assembly period that the department will
meet

in the library because he needs this by 2:30.

Although Jacksonville had a department head for
physical education in theory,

the chairperson was a health

teacher and had no experience

in physical education.

practice,

In

he let the two physical educators govern

themselves,

and Emmie and Keegan made all major decisions

for physical education.

In addition,

the chairperson did

no supervision of Emmie and Keegan's teaching in the gym
and was not a school-wide advocate for physical education.

Summary
Being isolated,
school,
teachers

separated from the mainstream of the

was experienced in various degrees by all
in this

study.

sixteen

The particular architectural

design of many schools puts the gymnasia physically apart
from the mainstream of the school.

In addition to gymnasia

being located in the peripheries of school buildings,
secondary school physical education teachers'
cloistered in gender segregated locker rooms.
architectural design,

offices are
By virtue of

schools are constructed so their

physical education programs are virtually hidden from other
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teachers,

administrators and visitors.

In addition,

the

combination of architectural design and specific job
requirements
encourages

such as

supervising locker rooms

further

isolation of physical education teachers.

Although physical design created situations of
isolation of which all

sixteen teachers were aware,

study revealed other examples of
more deliberate.

organizationally excluded.
two schools taught

isolation that were much

The physical educators

not only physically out of view,

this

in this

study were

they were also

Physical education teachers

in workplaces that did

in

not provide them

with a department chairperson to represent them within the
political arena.
staffs

This excluded the physical education

from information given to chairs

departments and gave them no means

for formal communication

with the administration or with teachers
departments.

This organizational

from other

in other

isolation was a result of

deliberate decisions made by administrators not to include
physical educators

in the very basic organizational

structure of the workplace.
On the other hand,
organizational

the combination of physical and

isolation gave these physical educators a

feeling of privacy and freedom which they have come to
enjoy.

It has

set them apart

from other teachers and they
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have come to define their own subcultures or norms
teaching in their schools.
was spent

for

In the two schools where time

in gender-segregated groups,

subcultures within

the physical education culture developed,

which made

even more comfortable to remain isolated and feel
The school work environment

it

safe.

separated physical

educators by gender and did not encourage them to address
«

their gender differences.
the situation,

By virtue of their comfort with

these teachers deprived themselves of

opportunities to be more active in school affairs,

to cross

traditional gender lines and to promote their physical
education programs.

Teachers Lack Control Over Significant Aspects of their
Daily Work Lives
This

study revealed that teachers had very little

control over some of the most crucial and intimate aspects
of their work and their workplace.

The organizational

structure of these schools allowed very little teacher
input

into decisions made about

scheduling their work or

the physical conditions of their workplace.

In many ways,

the job of teaching became very routinized and mechanical.
Teachers were literally plugged into schedules determined
by administrators who gave little thought to the specific
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needs of physical education and when teachers concerns
about the physical conditions of their work environment,
they were

ignored.

Although this theme was primarily a

result of the organizational
revealed some cultural

No input

schedules,
else.

it also

implications.

into their own personal

many professionals
and lawyers)

structure of schools

(e.g.,

doctors,

schedules.

dentists,

Unlike

counselors,

who have some say in their daily work

teachers'

schedules were determined by someone

The organizational

structure of

schools determined

when teachers began their day,

when they could end their

day,

in what order they met their

what classes they taught,

classes,
time.
at

when they had free time and when they had planning

These important decisions made on behalf of teachers

the organizational

level created a workplace that

provided teachers with strict routines,
individual

but very little

flexibility.

Depending on an individual's personal preference,
particular schedule might be viewed as desirable or
undesirable.

Imposed daily schedules were sometimes

inconvenient or even annoying for teachers.
example,
classes

was

Mick,

for

scheduled to teach his physical education

in the pool and his health classes

in the

a
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classroom.

Because his pool

together back-to-back,
times

during the

Mick

So

like

pool.

It's

pool,

getting out

kind of

suits.

bathing

suit.

schools

change

four classes

of

the pool

less

that

I'll

Rose

on the
of

class

and
or 4

teacher's

the

Rose

next

and what

a day...in terms
are,

going to get.

of

a

wet

Variety in a teacher's
but

also made

some days

explained this:

when you go to

can be very different based

you anticipate

how your classes

and also what

certain class may be
are

in the

had rotating schedules,

day to

prep periods

I'm in the

cold,

Psychologically,

schedule

a day

Nothing like putting on a

than others.

[Lukie]

work...one

several

end up bringing 3

helped alleviate boredom,

enjoyable

clothes

for the next

daily routine varied considerably.
schedule

his

a hassle because you're

in the pool.

bathing

In

he had to

scheduled

day.

[Lukie]

going back

classes were not

in terms

of

in the
run,

when your

the make-up of
the

course

a

individuals you
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Although primarily a direct result of the
organizational
some cultural

structure of the schools,
implications as well.

schedules account

scheduling had

Not only did teachers'

for every minute of their time,

but

schedules also influenced the informal contact they had
with others.
times

Teachers shared preparation periods and lunch

(in schools that had more than one lunch period)

others who had similar teaching schedules.
teachers

with

As a result,

formed friendships or informal collegial

relationships with people based solely on the fact that
someone else had created similar schedules
I

ate lunch with Emmie

occasions.

[Jacksonville]

for them.
on several

She ate her lunch in a different teachers'

than her colleague,

Keegan.

Emmie chose to eat

in the

nonsmoking lunch room because the smoke offended her.
result of this decision,
a small group of

room

As a

Emmie consistently ate lunch with

female teachers who shared the same lunch

period and also chose to eat
During my observations,

in the nonsmoking lunch room.

this group seemed to be very

comfortable with one another and talked freely on a variety
of topics.

Although it appeared that these women were very

good friends,
lunches,

Emmie admitted that outside of their daily

she rarely saw any of these teachers.

A second example of teachers having no control over
their schedules

involved the frequent

interruptions because
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the gymnasium was needed for some other function.
teachers'

Although

schedules provided them with a daily routine,

it

was never a surprise to find that on any given day their
schedules had been changed to accommodate some school event
(e.g.,

achievement testing,

pictures).

Mary's

assemblies or class

situation illustrated this point.

Mary had been training her health students to teach
basic health concepts to the elementary school
As part of this project,

students.

Mary scheduled certain days

her classes to visit elementary schools.

for

This was done

during the high school's scheduled activity periods so that
students would not have any conflicts with other classes.

Mary

[Springdale]

I usually try to check the school

year calendar that they put up and write in different
things.
OK,

I'll go down

[to the main office]

and say,

we're going to have activity periods on this and

that date and they'll

say yes

happen and that will change.

-- but

something will

So at the last minute

you have to change with it.

This problem existed for teachers
schools.

During my observations

in all three

I arrived at Lukie one day

to find that all morning physical education classes had
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been cancelled.
study hall

Instead,

physical education students had a

in half the gym while the other half was used by

the yearbook staff

for senior class pictures.

The physical

education teachers at Lukie had not known about this the
day before.
this

Teachers

in advance,

indicated that had they known about

they could have made other arrangements

for their classes.

I also observed unexpected schedule

changes at both Springdale and Lukie for graduation
preparation and school

No input

testing.

into scheduling students into their physical

education classes.

Most of the teachers

in this

study

believed that the particular needs of physical education
were not

taken into consideration by whomever scheduled

students

into physical education classes.

Indeed,

exception of the teachers at Jacksonville,
believed strongly that

with the

these teachers

scheduling for physical education

was the last priority in their school.

They believed that

students were scheduled into all their other classes

first

and then into whatever physical education class would
accommodate the rest of their schedule.
[Springdale]
totem pole

expressed it this way,

[forever]

Warren

"we've been last on the

as far as scheduling goes."

This lack of consideration resulted in classes
containing

students whose skill

levels were extremely
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diverse,

in classes that differed greatly in size,

and in

classes where the ratio of girls to boys varied widely.
Even Emmie and Keegan at Jacksonville,
once a physical educator,

had problems with classes

differing significantly in size.
one of his

whose principal was

Keegan took a picture of

sophomore classes that had only three students

scheduled into it.
schedule at Lukie,

Alley said that because of the rotating
it

is common to have more kids in class

on one day than on another.

As a result,

very large and others are quite small

some classes are

in comparison.

Mary

gave an example of the ratio of boys to girls problem
experienced at Springdale:

Mary

[Springdale]

class.

-

there are a lot of girls

in this

Some classes they just load strangely.

Supposedly,
and boys,

they try to load them pretty evenly,

girls

but there are some periods that there are a

lot of girls and hardly any guys and then there are
other periods where it's just the opposite.

No provisions

for input

into the evaluation of the

physical condition of their work space.

Teachers in this

study identified the physical condition of their school,
and physical education facilities in particular,

as being
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important to them,

yet

in all three schools teachers

complained about the maintenance and cleanliness of their
physical

surroundings yet there was nothing done to improve

conditions.

Although teachers experienced this as part of

their physical domain,
structure

there was no formal organizational

in place for teachers to improve what they

perceived to be the poor physical conditions of their
workplace.

As a result,

teachers

felt that they had little

control over the physical appearance and cleanliness of
their work environment.
At Jacksonville,

the custodial

staff had been cut back

due to budget cuts so they were unable to clean the locker
rooms adequately during the day and directly after school.
As a result,

Keegan believed it was his responsibility to

keep the place picked up.
At Springdale it was the women who complained about
the cleanliness of their facility.
replaced a very fastidious one,
she wasn't doing her job.

Carrie and Mary felt that

They had complained to the

appropriate supervisor but had not
result.

Consequently,

seen any change as a

they had to work in an environment

that was dirty beyond comfort.
situation:

When a new custodian

Mary explained the
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Mary

[Springdale]:

This place is

filthy.

That

bathroom is worse than most gas station bathrooms.
I don't even like to wear clothes that

I

care that

much about around here because,

honest to God,

filthy.

forget

If you touch anything,

have any place to go after school,

it.

you get

If you

you need a second

to change your clothes.

At Lukie the field house had always been well
maintained.

As a result,

it appeared to be newer and much

nicer than the rest of the school.
Jonathan,

This is because

the physical education coordinator,

demanded this.

He kept a close watch on the facility and

made sure the custodial
fell below his

has always

staff was alerted whenever things

standards.

He even required his staff to

maintain the locker rooms between classes by keeping the
floors

free

from debris and making sure all

lockers were

closed and the aisles looked neat.

While the rest of the

school was dirty and falling apart,

the field house

remained in good condition.
Lukie

The physical educators at

felt good about this and were often complemented on

how the

field house looked.

On the other hand,

they were disgusted with the

physical condition of the rest of the school and often
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complained about how awful
was letting the

"school

it was that the administration

fall down around us".

Amos was

particularly frustrated with the present condition of Lukie
Memorial,

so he took a picture of the school sign on the

outside of the building.

Half the letters in the school

name were missing and it was impossible to figure out what
it had read.

He claimed that

less and less money was being

spent on maintenance and as a result the school was
beginning to look terrible.

Amos

[Lukie]:

filthy.

We live in a pig stye.

The windows are antiquated.

The carpets are
The roof

They've gone from a pail

in one classroom

the water when it rains]

to a 5-gallon pail

leaks.

[to collect
--

now

they have a 32-gallon bucket.

Although the physical condition of the workplace was
important to the teachers in all three schools,
cleaning and making repairs themselves,

short of

they believed they

could do little to improve conditions.

Summary
Individual teachers
little to no input

in this study believed they had

into many of the major decisions made
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about organizational policies such as scheduling or about
the physical conditions of their workplaces.

There were no

provisions in the organizational structure of these schools
to allow teacher input into their own schedules or input
into how students were grouped for physical education
classes.

As a result,

teachers'

daily routines and their

social interactions were dictated by their assigned
schedules.

Teachers were plugged into schedules that,

whether they liked it or not,

dictated when they would

teach,

when they could plan,

whom they would teach,

and

when they had free time.
Teachers'

friendships and interpersonal relationships

were influenced by schedules that dictated which other
teachers were available at the same times for social
interactions.

This had great cultural implications for

teachers in terms of whom they had opportunities to talk
with and what topics of conversation were most likely to
occur.
Students were scheduled into physical education
classes with little consideration given to the needs of the
physical educators.

As a result,

significantly in size,

classes varied

gender and skill level.

Clean and neat surroundings were important to
teachers'

pride and teachers complained of either equipment
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or facilities as being dirty or in ill repair.

Because

strong union rules existed protecting the workloads of the
custodial staff,
such matters.

they felt they had little influence over

Where they could,

these teachers picked up

and maintained their immediate work environment

(e.g.,

office space and locker rooms).

however,

In many cases,

poor maintenance or lack of repairs had caused the physical
condition of hallways,

classrooms,

locker rooms and

equipment to become unpleasant and annoying.

Teachers Seek Rewards for Activities other than Physical
Education Instruction
The third theme represents the positive rewards and
stimuli anticipated and received by individual teachers as
a result of working in schools.
intrinsic and extrinsic.

Rewards can be both

The workplace provided individual

teachers with both organizational and
their work as teachers.
formal,

cultural rewards for

Organizational rewards were

negotiated between teachers and administrators,

and

outlined explicitly within the organizational policies of
the schools.

Examples of organizational rewards mentioned

by these teachers were salaries,
increments,
coaching,

raises in the form of step

enjoyable non-teaching responsibilities such as

and frequent vacations.

Cultural rewards were
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implicit and less conscientiously negotiated among teachers
as being valuable.

Examples of cultural rewards for these

teachers included meaningful relationships with people in
the workplace
students),

(administrators,

prestige,

colleagues,

staff,

and

and working in a subject area of

interest.
Teachers in this study unanimously believed that there
were no positive organizational or cultural rewards within
their schools to reward good teaching.

On the other hand,

it was obvious that all these teachers enjoyed many aspects
of their work and that the workplace did provide many
rewards valued by individual teachers for activities other
than direct instruction.

As a result,

individual teachers

were left to define for themselves those aspects of their
work that were rewarding.

Unfortunately,

in most cases,

teachers found reward in areas other than their teaching.

No rewards for good teaching.

The phrase "good

teaching" was used by teachers in this study to mean
excellent instruction tied to students'
goals.

As mentioned above,

achieving clear

these teachers believed that

although good teaching was expected of them,

it was not

rewarded within the organizational structure of their
schools.

That is,

the workplace did not support,

by means
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of formal rewards,

the very task that these teachers were

hired to do -- teach.

This sent a very disturbing message

which almost all teachers in this study indicated they had
received in one way or another.

The message was clear that

in the end it was not good teaching that would be rewarded,
but rather the number of years of experience that one had
that would determine merit and personnel decisions.
At Lukie,

where budget cuts had threatened to reduce

staff throughout the whole school including the physical
education faculty,

decisions about whom to cut always

focused little on teachers'
on teachers'

seniority.

abilities to teach and always

Teachers had been shown over and

over again that there were no provisions within the
organizational structure which rewarded their efforts as
teachers.

This created a work environment in which

teachers were hired for a particular purpose
not rewarded for attaining that purpose.

(to teach)

yet

Sophia and Carrie

articulated their concerns about this issue at Lukie and
Springdale.

Sophia

[Lukie]

gets rewarded.

In the business sector job performance
In the teaching profession good,

ugly -- it doesn't matter.
same.

bad,

We are all treated the

There is no area for advancement for good job

performance.
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Carrie

[Springdale]

a good job.

is rough,

no one says you did

You're an actress or an actor for six

periods a day,
tough class,

In teaching,

you leave and no one says,

"That was a

you did a nice job with that.

you handled him beautifully."

This kid

There are no

specific praises.

For all teachers,

this failure of the organization to

provide rewards for what they were specifically trained and
hired to do created a culture in which teachers'

merit as

instructors was predicated on each individual's
professional integrity.

Sophia explains that because the

workplace gives little value to physical education or to
good teaching,

the quality of one's work becomes a purely

personal matter.

Sophia

[Lukie]:

If you have two people,

gives 100% and one who doesn't,

doesn't that really go

back to what that person is made of?
fabric.

In other words,

don't show up for class,
the time,
my job,

Like their inner

if I come in and just stand,
just roll out the ball all

I would not be happy.

but if I don't do my job,

of stress too.

one who

I may not be happy in
that creates a lot
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Not only were teachers not formally rewarded for good
teaching in these schools,

but they believed that there

were few organizational or cultural expectations for actual
instruction to occur in their physical education classes.
With the exception of Jonathan,

the district coordinator of

physical education for the Lukie district,

who provided his

teachers with some clear expectations for teaching physical
education,

the other teachers received little formal

guidance from their administrators.

Even the format of the

required classroom evaluations by administrators was
unknown to these teachers.
Teachers at Jacksonville and Springdale were
especially confused about the criteria on which they were
evaluated.

Keegan expressed his confusion about his

principal's expectations of him as a physical education
teacher.

Keegan explained that there were no set criteria

in place for what was expected of him as a teacher and he
was not clear about what he was being evaluated on during
his evaluations.

Bob

(Keegan's principal)

anecdotal notes based on what he saw.

came in and took

Keegan did not know

what Bob expected until he later sat down with him to go
over the results.

Keegan had only his past experiences

with the evaluation process as his knowledge of what Bob
used for criteria.
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Although the principal at Springdale uses a standard
form to evaluate his physical education teachers,

Carrie's

comment indicates that little of the principal's attention
focused on instruction.

Carrie

[Springdale]:

You are supposed to hand the

principal or vice principal your plan book and your
mark book.

.

.

.

It's a standard

[evaluation]

they'll say -- you were well dressed,

form and

you had a

pleasing voice or students were intent with what you
were doing or students seemed genuinely interested in
what you

[did].

You motivate them well -- they look

at you for how you handle the classroom,
protocol.

what's

How do you handle all that stuff that's

going on.

With few organizational rewards for good teaching and
evaluation procedures that were vague,

these teachers had

little external incentive to increase fitness scores or
improve motor skills among their students.

Not only did

physical educators receive this message formally through
the organizational structures of their schools,

but the

cultural norm among these physical educators held that
teaching physical education was difficult and getting high
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school

students to participate was really all that could be

realistically expected.

This was most obviously reflected

in grading procedures that rewarded only participation,

but

was also seen in teachers encouraging students to
participate and in classes that emphasized game play.

The

overall workplace culture seemed to support this norm for
physical education in that there were no other schoolwide
cultural norms that challenged this one.
This does not

imply that these physical educators were

content with this situation.

As a matter of

frustrating aspect of their work.

Teachers

fact,

it was a

indicated that

they wanted to teach and that they enjoyed teaching
was

in part why many of them enjoyed coaching)

believed that

devalued as teachers.

This

but they

it was nearly impossible to teach physical

education to high school

Keegan

(which

students.

Keegan spoke for most when he said,

[Jacksonville]

isn't what

As a result many felt

This

is not what

I wanted it to be.

I expected.

Even though I

try

to make changes,

those changes are not easily made.

I

I'm going through the motions.

just

feel

like

Anybody could be doing my job.

If

secondary school physical educators feel devalued

and unable to do the teaching which they were hired to do.
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what keeps them in schools?
teachers

Since fourteen of the sixteen

in this study had been teaching within the same

work environment

for over twenty years,

they were able to

provide some clues about where their rewards and job
satisfactions did originate.

The rewards for teaching;
teach.

Why teachers continue to

Although these teachers did not receive formal

organizational rewards

for good teaching,

the workplace did

provide cultural rewards that teachers experienced
intrinsically.

Value for these rewards was determined both

personally and within the informal culture of the school.
While teachers said they liked teaching concepts and motor
skills to students,

they believed they had little

opportunity to do so and therefore sought rewards

from

their physical education classes in ways other than
teaching.

As a result of

feeling unrewarded for their

instructional efforts,

teachers compromised in two ways.

As alluded to earlier,

they changed their expectations

desired outcomes to something more realistic

(e.g.,

for

student

participation instead of improvements in fitness or motor
skills)

or acted in ways that enhanced their own sense of

job satisfaction by focusing their energy on other aspects
of their job where they perceived that their efforts would
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be rewarded

(e.g.,

coaching,

counseling students,

teaching

health classes).
For the few teachers who did derive a sense of
satisfaction from teaching physical education classes,

it

was only in isolated situations and an unexpected pleasant
surprise when it occurred.

Mary presently had one class in

which she believed she could actually teach and could
affect students'

learning;

not unexpectedly,

this became

her favorite class.

Mary

[Springdale]

That's why I like them so much.

You have a chance to be a real teacher in a physical
education setting.

Wow,

these kids are really

interested.

With the exception of this one physical education class
that Mary really enjoyed,

she saw little opportunity to

teach in the physical education classes at Springdale.
contrast,

Mary found that health classes offered her more

of an opportunity to teach and as a result,

she put her

energies into those.

Mary

In

[Springdale]

I don't think we have a very

interesting physical education program here right
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now.

If I had to rate this program.

pretty mediocre.
teaching health.

I'd rate it

I know I put a lot of my energy into
.

.

. people have a hard time at

the high school level really teaching P.

E.

Most teachers in this study enjoyed working in schools
because they liked being around students.
many roles.

Like Mary,

Teachers have

most physical educators focused

their energy on the roles in which they felt valued and
rewarded.

Social interactions with students and teaching

skills as a part of their coaching were the two most
popular contingencies experienced by these teachers,

yet

many others existed and each teacher knew the source of
their own personal satisfaction.

For example.

Rose got a

great deal of satisfaction from teaching Project Adventure
activities because she could work with individuals on their
self esteem.

Sam got his satisfaction from coaching

because he enjoyed working with students who were eager to
learn from him.

Mick enjoyed teaching his new health

classes because they offered him a new challenge after
twenty years of teaching physical education.

Mack enjoyed

joking and interacting personally with his students.
Blanche enjoyed classes like fitness walking that allowed
her the opportunity to get to know her students on a more
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personal level.

She thought few classes were small enough

to allow students the opportunity to talk openly about
themselves.
The sources of teachers'

rewards in the workplace

affected how teachers directed their energy and how they
spent their time.

For example,

Emmie got her job

satisfaction through her counseling and interpersonal
relationships with her students and Keegan got his job
satisfaction through his coaching.

As a result,

Emmie

provided her students with a recreational type of physical
education program which she believed presented frequent
opportunities to interact with students.

She explained

that this made her teaching day much more satisfying and
rewarding as she was able to help students in this
atmosphere.
Keegan,

in turn,

surrendered his own personal

convictions about the appropriateness of motor skill
improvement goals for physical education and adopted a more
recreational structure.

In exchange,

he focused his

attention and creative energy more on his coaching where he
was able to teach skills and believed he could make a
difference in the lives of a small group of boys.

Keegan

[Jacksonville]

Out there

out that door in the afternoons

[coaching],
[and]

I walk

you're just
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pumped up because now you know you have a captive
audience.

These guys really want to learn.

They want

to try to take out of you everything they can to make
themselves better.
different.

In there

[teaching],

it's

You might have a group of people who are

trying and another group of people who are just
sitting there because they have to be there.

All the teachers in this study claimed that they liked
teaching,

but as suggested above,

it was not the actual

teaching that these people enjoyed.

All teachers were able

to find personal gratification by focusing on the part of
their school day in which they experienced some degree of
reward and satisfaction.

Summary
Physical education has historically been on the fringe
in educational institutions
financial difficulties,

(Hendry,

1975).

In times of

many schools have either reduced or

cut physical education programs from their budgets.

Even

in good times the norm for secondary school physical
educators has been to face large groups of students with a
wide range of abilities in a relatively short period of
time two or three times per week.

This set-up has made it
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difficult to teach skills and impossible to reach fitness
goals.

Thus,

teachers have gotten the message that their

program is not valued and that they are not really expected
to instruct in their classes.
learned to do what they can,
time they have allotted.

As a result,

teachers have

with what they have,

in the

Under these conditions it has

become difficult to gain a sense of job satisfaction from
teaching physical education.
teach,

For those who continue to

many look for rewards and job satisfaction in other

areas -- most commonly in their social interactions with
students and in coaching after-school sports.
These schools offered little within their formal
organizational structure to encourage quality teaching.
This was subtly communicated by the organizations through
their process of making important personnel decisions.
example,

For

raises and cuts in personnel were based on

criteria like the number of years of experience or the
number of advanced degrees a teacher had and did not
consider a teacher's ability to teach.
little attention to teachers'

Administrators gave

instructional skills -- just

as long as their management skills were good

(Placek,

1983) .
In spite of the fact that there were few
organizational contingencies in place to encourage the
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physical education teachers to do a good job,

those

teachers who remained in teaching seemed to do so for
several reasons.

These teachers focused their energies

towards reaping rewards from aspects of their work other
;

than instruction,

such as personal and social interactions

with students and colleagues,
in a subject they enjoyed.

coaching,

Teachers'

and being involved

engagement in these
I

more satisfactory aspects of their role became a cultural
norm for them and a primary reason to remain in teaching.

:

Teachers Feel a Vacuum in Department Leadership:

‘

Boat without a Rudder

Like a

i
(

;!

These teachers exposed a lack of leadership for

i

physical education in their schools.

Leadership refers to

•/

a person or persons assigned to provide physical education
t

teachers with both instructional guidance and a voice in
’

the political arena of the school organization.

Teachers

referred to leadership as existing within two domains -- a
formal organizational leadership and an informal cultural
leadership.
Teachers in this study perceived the formal
,

organizational leadership to be important to their work,

^

but felt left out of the organizational structure of their

^

schools.

These feelings resulted from the fact that
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although department chairs were assigned to all other
departments in their schools,

departments chairs were not

assigned to physical education in two of these three
schools.
chair,

In the one school that did have a department

the person assigned to the job was not a physical

educator.
With little direct on-site leadership,

teachers

accepted responsibility for the formal paperwork but were
reluctant to take on the more informal instructional
leadership.

Interestingly,

these teachers were quick to

point out that among the ranks of teachers — everyone was
equal.

Therefore,

in the absence of a formal

organizational leadership there was no strong cultural
leadership to provide direction.

For the most part,

individual teachers initiated their own guidelines for
their teaching.

Little organizational concern for providing a
department chairperson for physical education.

Most

secondary schools organize teachers into departments
according to disciplines and assign department chairpersons
as leaders.

The most immediate school leadership for

secondary school teachers is the department chairperson.
Research has found,

however,

that while "academic"
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departments are clearly defined
department

(e.g.,

the English

is comprised of teachers who all teach English),

"nonacademic

subjects"

are less predictable

(a department

comprised of health and physical education teachers or a
career department comprised of business teachers and
industrial arts teachers)
Teachers'

status

(Johnson,

is determined within the workplace

part by departmental membership.
departments
prestige,

Traditionally,

and recognition than those in the

nonacademic subjects.
distribution of

Along with this has come an unequal

school resources

personnel)

scheduling,

in

in the academic subjects have received more

power,

students,

1990).

and regard

class size,

(e.g.,
(e.g.,

instructional

equipment,
consideration in

leadership).

Departments must compete for available school resources
(Little,

1993)

according to explicit organizational

policies and through a bureaucratic line of command.
Many secondary schools assign department heads or
chairs to provide direct
collegial)

to teachers,

leadership

(organizational and

to act as liaisons between teachers

and upper administration

(principals and superintendents),

to communicate teachers'

ideas and concerns to the rest of

the school and school decisions and policies back to the
teachers,

and to negotiate for the department's share of
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school

resources.

"An

important

department's professional
the

leadership

(Little,

1993,

These

p.

in

leadership

English,
These

assumed by the

important

for physical

none

the position of

sensitive

department

the position of

to their work.
educators

chair.

their departments,

of

Springdale,

physical

educator

while

they were not

(e.g.,

excluded.

clearly frustrated with the
chairs

given the

reality of
to

lead

same

consideration.
the

three

schools

had no department

in this

a departmental

to

were

(principals,
Teachers

at

and
for

physical

to other

school

leaders

education coordinators).

Springdale were

school principal

Lukie

Instead of being

chairperson,

directly responsible

district physical

study,

chair position allocated

responsible

role.

three

content-

education was

education departments.

the

among the

While

their physical

educators

Although

physical

other departments being given department

Two

is

chair"

assigned to other departments

science)

teachers were

professional

presence

department

had a professional

leaders were
math,

and organizational

indicated that

chair was

schools varied,

on the

153).

teachers

department
formal

stance

influence

directly accountable

who had little

Although Lukie had a district

time

to devote

to

coordinator who

to
this
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provided some departmental leadership,

he was in charge of

the entire district's physical education program and had
limited daily contact with the Lukie staff and even less
involvement within the high school's political arena.
Jacksonville organized a department that consisted of
both the health and physical education teachers.
of this department
Jacksonville)

The chair

(called a curriculum coordinator at

was a health educator.

Although health is

somewhat related to physical education,

this chairperson

had no expertise whatsoever in physical education.

This

severely limited the quality of instructional leadership
directly related to physical education.
Nevertheless,

the health educator was put in a

position of instructional leader and expected to represent
the physical educators in the organizational structure of
the school.

Because Keegan and Emmie both taught a health

class at Jacksonville and had no health background,

the

curriculum coordinator's expertise in health had been a big
help to them in planning their health classes.

The

coordinator also took care of detailed paperwork for
budgeting,

organized curriculum meetings,

both the health

(himself)

in school meetings.

and represented

and physical education teachers

He allowed Emmie and Keegan to make

decisions that directly affected physical education. All
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teacher evaluations were done by the principal.

There was

no mention of inservice programs relating specifically to
health or physical education.
Although Jacksonville presently had a leader assigned
to the physical education department at the time of this
study,

Keegan pointed out that one needed no special

expertise to hold this position and that the position had
been cut out of the school budget for the following school
year.

Keegan

[Jacksonville]

department is because

The reason he's head of the
[it is assigned]

on a rotating

basis...It's not a seniority sort of thing.
schools,

schools that I had seen,

senior member of the department,

In most

it was like the
the person who had

the most experience or the most knowledge is the
department head and they are the department head until
they leave or decide they no longer want to have that
responsibility.

Next year,

there is no curriculum

coordinator's position funded.

The decision to leave physical education out of the
formal organizational structure of these schools angered
these physical educators.

They were purposefully excluded
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from the

formal

lines of communication and decision making

structure of the school.

At Springdale,

even though

outside accreditation teams had twice suggested that a
department chair be assigned to the physical education
department,

Mary

it had not been done.

[Springdale]

when teams

It's been the same battle and even

from outside the school come in and

evaluate ... that's the first recommendation they make.
It doesn't really affect the school's accreditation,
[so they don't deal with it].
thing.

It's the

[same]

old

What's the penalty?

A Lukie teacher pointed out a major consequence of not
having a department chair that would be true for teachers
at any school.

Sam

[Lukie]

We have no representation.

department chairs]

They had

[a

meeting the other day where they

were going over student assessments and things like
that.
phys.

Every department
ed.

department.

these things.
that are made.

is represented except the

We're never involved in any of

We have no input

into any decisions
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As a result of their lack of a departmental chairperson,
these physical educators had little instructional
leadership and no administrative accountability for
instruction.

Teachers unwilling to assume instructional
responsibilities.

leadership

In addition to having no representation

in the school's political arena,

a second consequence of

having no department chair was that teachers had no on-site
instructional

leadership and were not being held

accountable for good instruction.

These teachers were

reluctant to confront one another even in cases where they
felt a colleague was not pulling his or her weight.
matter of

fact,

As a

few teachers were willing to offer their

advice to teachers whom they felt might benefit
a different approach to

their teaching.

from trying

Even at

Jacksonville where Keegan came in as a new teacher,
provided no instructional
figure things out

leadership.

for himself.

Emmie

Keegan was left to

Keegan reflected upon this

experience:

Keegan

[Jacksonville]

I

think what happened is Emmie

and I kind of tip-toed around each other too.

She
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didn't want to be coming over here.
little bit where she felt
am coming in,

say,

look this

a

she was a woman and here

a new man phys.

[the principal]

You know,

downstairs.

ed.

I

teacher and Bob is

Do I

[Emmie]

is what you should be doing

go over and
[or]

should

Bob be coming up and so it was confusing.

These teachers respected one another's right to struggle
with their work and develop their own way of doing things.
There were,

however,

teachers who took on more subtle

leadership roles among their peers.

Although some schools

intentionally excluded physical education from the formal
organizational

structure of their schools,

the physical

education staff was still expected to do the same work as
other departments

(e.g.,

discuss curricular revisions,

prepare budget requests,

submit departmental reports).

In

those schools where there was no department chairperson
hired to do these jobs,

individual teachers took on some of

the responsibilities that would normally be assigned to a
department chair.
still

Despite this neglect,

these teachers

talked about their work and consistently tried to

make things better.
At Springdale,

Mary took the leadership responsibility

for departmental paperwork.

She solicited her colleagues
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for budget

item ideas and did the appropriate paperwork.

She was also contacted by the principal when paperwork was
late or missing.

Mary said that

told her not to bother.

some of her colleagues

They felt that

it would only

reinforce the administration's belief that physical
education did not need a department chairperson in order to
function.

Although Mary believed that her physical

education department did need formal
knew that

if they wanted equipment

leadership,

--

she also

this work had to be

done.

Mary
job,
get

[Springdale]

...I could have said that's not my

but then who's going to do it and then we don't
the things that we need.

This has been a running

battle that we've had for 20 odd years because some
members of the department will
doing it,
job.

don't do it,

say,

you shouldn't be

that's the department head's

That's right and I agree with it,

it

is!

The

department heads are compensated and given extra time
to do these things,
administratively,

but on the other hand,

they could care less.

ones that have to teach.

We're the

If we come back in September

and we have classes and we have no tennis equipment
and no archery equipment because we didn't order
anything,

who really gets affected by it?

We do!
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Mary,
decisions

along with Carrie's support,

made most of the

for the Springdale physical education

department.

They regularly attended professional

conferences and brought new ideas back to the group.

When

they wanted to introduce an idea to the rest of the
department they would first pull
Warren.

in Greg and later consult

This was all done informally with the women in the

lead.

Carrie

[Springdale]

lunch like,

[Greg]

what do you think about this or

He'll voice his
makes

We might say to him

sense".

ideas and say,

We'll

"oh,

at

[that].

all right,

that

just pull him in in a casual

atmosphere or we'll go to his side of the gym and talk
but usually it's

in a casual atmosphere,

there's

nothing really formal with any of us.

Like Springdale,
Unlike Springdale,
kindergarten responsible

Lukie had no department chairperson.

however,

Lukie had Jonathan

(the

12 physical education coordinator)

who was

for all major decisions and paperwork.

Jonathan consulted with his teachers both formally and
informally before making any decisions.
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The informal leadership at Lukie was less obvious.
Although leaders had emerged among the teachers they did
not explicitly acknowledge their informal leaders.
observations I concluded,

however,

From

that different leaders

emerged at given times and that Jonathan seemed rather
casually to seek out different individuals for their input.
All ten physical educators on the Lukie staff
considered everyone to have equal status within the
department.

There was no one person to whom they looked to

make immediate decisions.

In situations when there was time

to consult with Jonathan,

as district coordinator,

not a problem.

It became very difficult,

however,

this was
when

Jonathan was not available and an immediate decision had to
be made.

Dorothy gave an example of a scheduling conflict

in which the administration scheduled the gymnasium for
senior pictures without telling the physical education
department.

Consequently,

when the teachers were ready to

begin their first class of the day,

a photography company

showed up and the gymnasium filled with seniors.

There was

no one person within the department who could make a
decision about what to do with physical education classes
for the day.

Dorothy

[Lukie]

[The district coordinator]

is an

excellent administrator but he isn't here so if there
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is a time we need a split second decision,

there isn't

anyone available and no one will take the
responsibility because we're not paid to do that
and...besides,

who are we to step over the rest of the

crowd and say that we're making the decision?

Several teachers at Lukie pointed out that in the absence
of leadership,

the department had become too fragmented.

There was little continuity among teachers and each
individual was "doing their own thing".

The quality of

one's teaching became a subjective matter determined by
each individual for themselves. Although teachers were not
always satisfied with the quality of their colleagues'
work,

very little was said.
This attitude of

"I'll let you do your thing if you

let me do mine" was observed at all three schools.
teacher had his or her own separate,
standards for teaching.

Each

idiosyncratic

At Jacksonville Emmie and Keegan

had very different beliefs about teaching and both taught
their classes according to their own beliefs.

At both

Springdale and Lukie teachers were frustrated with one
teacher the rest of the staff had singled out because they
believed he was not pulling his weight
some time).

(and hadn't been for

Nothing was said to the colleague or to anyone
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in authority about this situation because teachers believed
that there was nothing they could do to solve the problem.
They felt that they had no control over their colleagues'
behavior but suggested that an on-site,

full-time leader

would have that authority and possibly could have prevented
this from happening.

The following quote was giving with

the request that the particular teacher not be identified
in any way.

Anonymous comment:

[We need]

we're not doing our job,
say something to us.

somebody to see that if

they could come in here and

Realistically,

I have no more

right to say something to anybody else than they have
the right to say something to me.

If I'm screwing off

or somebody else is screwing off -

[The way it is

now] ,

everybody can do their own thing...we have no

[on-site]

supervision.

The teachers in this study admitted that when there
was no one around to hold them accountable for their
teaching,

it became easier to put forth less effort.

Several Lukie physical education teachers confessed that
when Jonathan was around,

teachers paid closer attention to

business than when he was not around.

Sophia pointed out
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that occasionally things would happen that Jonathan would
not allow if he saw them.

At Jacksonville,

Keegan

explained that because he had a certain amount of autonomy
with his program,

he could often take a break from his

teaching without causing any problems for anyone else
(except of course his students).

On game days he could

modify his physical education classes so that they did not
require him to do a lot of work,
think about his game.

which freed his mind to

Because he could teach his class and

think about his games on "game days",

he admitted that his

teaching was sometimes given less attention than his
coaching.

Summary
Given that the physical educators in these three
schools varied somewhat on their opinions about leadership,
one message was clear:

teachers believed that good

departmental leadership was important to their ability to
do their work,

the status and prestige of their department,

and to the success of their physical education programs.
Yet,

teachers in all three schools felt that they lacked

the leadership they felt they needed.
Leadership for these teachers came from the
principals,

vice principals and a district physical
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education coordinator and as a result was removed from the
immediate realities of their daily work lives.

The limited

amount of administrative support that teachers in this
study received from the workplace,

however,

was important

in terms of how valued they felt about their work and their
program.

In these schools,

physical education was a

marginal subject and some of the physical education
teachers felt little or no support from their principals.
Those who did receive administrative support very seldom
received it for good teaching.

Instead they were supported

for good management and organizational skills,

their

ability to communicate with students or successful athletic
teams.

Teachers are Influenced More by Students than by any other
Aspect of their Workplace
These teachers generally viewed students as conscripts
and believed that their primary responsibility was to
convince students to participate in their physical
education classes.
behaviors,

As a result,

students'

abilities,

and expectations influenced teachers'

about what and how they taught.

In addition,

decisions

student

characteristics and demographics affected the overall
school climate and students'

individual needs influenced

how teachers spent their time in school.

222

Students'

influence on teachers'

work affected both

the organizational and cultural domains of the school
workplace.

Schools are organized To educate students and

must therefore coordinate all efforts
programs)

toward that end.

(students,

personnel,

In a more pragmatic sense,

students have a strong influence on how teachers organize
their programs and their classes
1985).

In addition,

(Powell,

Farrar & Cohen,

student demographics along with their

individual and group characteristics have a strong impact
on school culture.
professional

Ultimately,

(organizational)

teachers have both a

and a personal

(cultural)

relationship with their students.

Students as conscripts.

How teachers perceived

students and their willingness to participate in physical
education classes affected the degree of influence that
students had on teachers'

decisions.

There were

differences in how these teachers viewed their students,
even among teachers working within the same workplace.
Using Handy and Aitken's

(1986)

relationships to schools

(workers,

and Dreeben's

(1970,

1973)

three views of students'
clients,

or products)

view of students as conscripts,

the teachers in this study regarded different students and
groups of students differently.

For example,

Emmie saw
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herself as a social counselor and as a result

looked at her

female students as clients in need of her care and
guidance.

Keegan,

on the other hand,

conventional view of students.

had a more

He saw his

students as

products to be molded into skilled performers.

All

teachers possessed a variety of views that varied for
different

individuals and groups of students,

depending

upon their personal relationship with students.
Professionally,

(in terms of carrying out their jobs),

one commonality did exist.
of

individual

students,

they considered the general

population as conscripts
school organization

Regardless of teachers'

--

views
student

involuntary members of the

(Dreeben 1970,

1973)

and believed that

their primary role was to solicit and maintain students'
voluntary participation in physical education classes
(Doyle,

1979) .

ability levels,

With great variation in class size,
student

interest

in physical education,

student willingness to participate in class,
became all consuming.

student
and

this task

Student participation became the

ultimate goal of physical education programs at the expense
of other possibilities
fitness

levels,

skill

(e.g.,

improvement of overall

improvement).

Although there were exceptions,
schools did not

students in these high

show up for classes anxious to learn new
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skills,

participate in activities,

improve their fitness.

or ready to work hard to

Students came to class with their

own beliefs and expectations about physical education
(e.g.,

to play games,

with friends,

to have fun,

to fool around,

to avoid participation)

behaviors to express these beliefs.

to be

and with a variety of
The many different

expectations students had for what physical education
should be contributed to teachers'
make classes

beliefs that they had to

fun enough to win student participation.

They

did this by negotiating with students about class
expectations.

If they could make their classes enjoyable

enough so the majority of their students would show up and
participate
good job.

in classes,

they believed they were doing a

Carrie's comment

speaks

for most of the teachers

in this study who believed they had to win student
cooperation as a main part of their jobs.

Carrie

[Springdale]

but their

Ultimately,

[students']

input

we have the control,

is very important

kind of cooperation we're going to get.
going to get cooperation,
their input

Although all

for what

If we're

we have to tune in to what

is.

teachers

felt this need to accommodate

students to some degree,

some were more willing than others
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to negotiate openly for their participation.

Emmie is an

sxample of a teacher who was willing to go to extremes
Emmie consulted with her students on a regular basis and
often let them vote on which activity they would
participate in on any given day.
winning her students'

This was Emmie's way of

participation in her classes.

These teachers admitted that students influenced many
aspects of their work.

Observations suggest that students

had more influence on these teachers than did any other
aspect of the school workplace.

Teachers indicated that

students affected their decisions about curriculum,

the

particular activities they felt comfortable teaching,
instruction,

safety,

how they spent their time,

and their

ability to teach.

Student influence on teachers'
curriculum.

Above all else,

decisions about

it was important to Emmie that

students participated in her classes.

For this reason,

Emmie very often gave students choices about activities in
the curriculum.

Even though students were willing to do

only a few sports,
participation.

Emmie acquiesced in order to gain their

It is not clear whether or how Emmie

compromised her beliefs about an appropriate secondary
physical education curriculum as the trade-off.
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Emmie

[Jacksonville]

I had one class last year,

only thing they would do was volleyball.
exaggerating at all.

That was what

that was what they played,

was what I let them do.
into the games,

I'm not

I would say three full quarters

they played volleyball every class.
they changed for,

the

They all played,

and that

they got

and I saw improvement.

Due to Emmie's commitment to gaining students'
participation,

there was very little effort toward

developing continuity across activity units of throughout
the program.

I observed several classes in which Emmie

would gather students into a group at the beginning of the
class period and give them a choice between two different
activities.

She would then let them vote as a group on

which activity they would like to participate in.

Because

students were given these choices each class period,

there

was little carry-over from one class to another and almost
no sequencing of activities or skills or continuity
throughout the physical education curriculum:

it became a

patchwork quilt.
Although Keegan was not quite as willing to relinquish
all of his decision making power in terms of curriculum,
also negotiated with his students in order to win their

he

227

compliance.

Keegan was less willing to give his students

control over which activities they would participate in on
a given day.

Keegan believed there were specific

activities that should be included within a secondary
school physical education curriculum and that he was in
charge of scheduling and sequencing these.
was his belief,

Although this

he had come to realize that it could not

realistically be his practice.

Coming to accept this

reality had been very upsetting to Keegan:

Keegan:

[Jacksonville]:

It's not what I expected.

This isn't what I wanted it to be.
to make changes,

because of the way the structure is

of the whole thing,
made.

Even though I try

those changes are not easily

I just feel like I'm going through the

motions.

Anybody could be doing my job.

They could

just hire a sub for a lot less money than what they're
paying me.

Keegan explained there were times when students would
"sabotage" his plans for a particular class by not trying
to do their best in specific activities.

As a result,

Keegan compromised a little to get students to put more
effort into classes.

He did this by allowing them to spend
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a portion of the class time doing something that was
important to them

(e.g.,

playing a game of softball)

if

they agreed to devote time and effort towards something
that was important to him

(e.g.,

participating in the

President's Physical Fitness Test).
Students influenced the curriculum at Springdale and
Lukie as well.

Teachers noticed that over the years

students have become less interested in physical activity
and less willing to participate.
teachers'

Lukie and Springdale

beliefs coincided with Mary's observation that

student influence has changed their jobs considerably.

Mary:

[Springdale]

I think in the last 10 years it

has become a lot more management,
recreational,
better word.
motivated.

a lot more of a struggle,

for want of a

Struggling with kids to get them
Struggling with kids to get them to want

to exercise in any way,
clothes,

a lot more

to want to change their

to want to sweat because they're so into

their nails and their hair and makeup and jewelry.
It's like a constant battle...and after a while you
get sick of the battles so you lessen your standards.

Students'

attitudes and expectations for physical education

made it necessary for teachers to negotiate with students
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for their cooperation and participation in classes.
Teachers believed that their biggest bargaining chip was to
offer the activities that the students would like.
Although negotiations meant that curricular decisions and
instructional methods might have to be altered,

these

teachers believed that this was a necessary concession if
they were to obtain a minimum of student cooperation in the
gym.

Student perceptions influenced teachers"
about activities.
labeled",

i.e.,

Certain activities have become "sex-

perceived as

"boys'

activities" and

therefore not socially appropriate for girls,
(Griffin,

1983;

decisions

1985).

For example,

or vice versa

in all three schools,

football was a male activity while aerobics was a female
activity.

At Springdale,

Greg was content with the fact

that the girls liked volleyball and the boys liked floor
hockey while boys and girls both liked softball.

Although

some activities were more obviously sex-labeled than
others,

in all three schools teachers knew that certain

activities would be avoided by either boys or girls and
they made no attempts to educate students to believe
otherwise.
Although some activities were actually appropriate for
both sexes

(archery,

basketball,

volleyball),

and some
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students dared to cross over label boundaries,

most would

not choose an activity that was perceived as socially
inappropriate for their sex regardless of how interested
they were in the activity.

Carrie gave a good example of

how students used name calling to communicate the
inappropriateness of aerobics for boys.

Carrie

[Springdale]

These kids know how to get right

to the core of another kid and they'll do it.

There's

nothing wrong with these Richard Simmons workouts,
absolutely nothing wrong with them.

They get you to

sweat and the first words out of the kids'

mouths is,

"I'm not doing that with that fag".

Although there were exceptions,

female students were

more apt to cross the gender lines than males.

Dorothy

explained that the male students at Lukie "did not take any
fitness classes" but she was beginning to see more female
students taking weight training classes.
however,

She added,

that even though some girls were willing to try an

activity like weight training,

she had noticed they were

less likely to choose weight training when it was taught by
a male teacher.

Blanche explained that conversely when a

female teacher taught weight training,
were less likely to choose it.

the male students
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Blanche

[Lukie]

Weight training is usually all men

but when you get a woman teacher in there,
boys won't take the woman,
will.

a lot of

but a lot of the girls

That's about the only time that they take weight

training.

Perhaps a female teaching weight training set an
example for girls by providing some sort of affirmation
that it was okay for females to lift weights.

There were

no male teachers teaching fitness or aerobics at Lukie and
consequently no boys elected these activities.
of fact,

As a matter

in all three schools it was more common to see the

female physical educators teaching classes that would be
traditionally labeled "male-appropriate" than to see male
teachers teaching classes that would traditionally be
labeled "female-appropriate".

Both the male and female

physical educators taught those activities considered to be
"gender-neutral".
Although there is no evidence to determine cause and
effect,

these data suggest that a relationship exists

between teachers'
and students'

choices for teaching certain activities

choices of electing certain activities.

This

study suggests that the school workplace supports teachers'
biases against certain activities based on sex which
encourages students to hold similar beliefs.
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Students influenced teachers^
instruction.

decisions about

In addition to affecting teachers'

about activities and sequencing of classes,
affected teachers'
instruction.

decisions

students also

decisions and beliefs about

The two most common examples were teachers'

decisions about how to use class time and teachers'

beliefs

about the success of co-educational classes.
Although these teachers varied in how they decided to
use class time,
spent more

my observations indicated that teachers

class time and more classes devoted to game

play than to skill practice.

This occurred in spite of the

fact that not all students had the ability to apply skills
to game situations.

Alley observed that in spite of the

fact that these students had been exposed to basketball as
part of the curriculum every year prior to entering high
school,

they still had acquired very little skill.

Alley

[Lukie]

Everybody thinks of Lukie as a great

basketball school,

but when it comes to phys.

ed.,

it

proved a point that you might have 5 or 10 kids in the
school who are great but the other 3,000 have no idea
what's going on.

Due to a combination of reasons,
being a vital one,

student expectations

these teachers have come to the
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conclusion that classes designed to be recreational
nature

(e.g.,

weight

lifting or aerobic exercise)

in

playing the games or doing the skill as

in

have a better chance at

guaranteeing student participation than classes designed to
teach and practice skills.
In addition to influencing teachers'
recreational
teachers'

style of

instruction,

choice of a

students also influenced

beliefs about their ability to run successful

coeducational classes.

Teachers

in this

that coeducational classes were farcical.
this message overtly through students'
by observing the results of students'
programs.

study believed
Teachers got

comments and subtly
choices in elective

In schools that offered elective programs,

(Jacksonville and Lukie)

students would often self

select

into sex-segregated classes or classes that were extremely
unbalanced.

This resulted when students chose activities

based on which particular teacher offered them.

It also

occurred when students chose the same activity their
friends chose or because it was attractive to other
students of their same sex.

Regardless of why students

made the decisions they did,

their choices gave teachers

the message that

students preferred sex-segregated

classes.
Many classes which resulted in all male or all
groups were usually taught by a same-sex teacher.

female
Some
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teachers preferred same-sex classes
encourage

students

For example,
more

to

Sam set

easily met

chose

and would subtly

their classes

standards

by those male

in his

based their

classes

sex.

that were

students who were

highly

skilled.

Sam

[Lukie]:

more

Yeah,

athletes.

I

to participate,
this

stage

of

think

want

set

basically since
some

I

to be

up,

get more

that

students,

students who want

involved.

I

believe by

the way the public

school

they've been doing drills

they've been

emphasis

to move past

tend to get more male

the game

curriculum is

can be

I

in

5th grade,

on drills but you

and not

run this

so

there

should be

like

a

able

5th grade

class.

Student

choices

in elective programs provided these

teachers with evidence
coeducational
rationale
activities

their students

This

also gave

for allowing extreme
(e.g.,

and mostly all
was

classes.

that

all

male

female

football

generally accepted by all

also preferred to

sex

these

imbalances

aerobics

and

and lacrosse
these

did not

like

teachers

a

in many

fitness

classes

classes).

teachers because

teach sex-segregated classes.

This
they
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Mary at Springdale remembered how much more pleasant
teaching was before Title

IX required them to move to

coeducational classes.

Mary

[Springdale]

The kids would all come down here

and we had all the girls,

they had all the boys.

Seldom did we ever have anything that we did together,
occasionally but rarely.
bad.

I don't know that it was so

I don't remember girls being unhappy that they

weren't having phys.

ed.

with the boys.

I don't

remember any of the boys complaining about

it either.

Mick believes that the teachers at Lukie would prefer not
to have coeducational

Mick

[Lukie]

classes if they didn't have to:

Some guys are a little more hard lined as

far as when it comes to something like co-ed phys.
The girls might
guys

I

or all

feel exactly the same.

ed.

Some of the

think would still rather have all male classes
female classes.

Although most teachers

indicated they still would

rather teach single sex classes,

the only teachers who

overtly did so were at Jacksonville.

Emmie and Keegan had
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decided to teach their classes

separately.

sometimes combined their classes,

Although they

physical education

generally occurred as two separate sex-segregated classes.
With a staff of only two,
physical education,
and unplanned,

with dissimilar beliefs about

and a program that was largely casual

Emmie and Keegan had found that teaching

independently was much easier.
curriculum did exist,

Although a formal

classes were

informal with game

playing and participation being far more

important than

adherence to the written curriculum guidelines.

Emmie

believed that although their classes did not meet Title
specifications,

their segregated system worked best

IX

for

students at Jacksonville because they were less willing to
participate when classes were combined.
Keegan agreed that under the circumstances teaching
coeducational classes was much too difficult.
that when given the opportunity,

He explained

the girls did not

like to

play when classes were combined and it made everyone's job
a lot harder.

Keegan

[Jacksonville]

What happens

is with just the

two of us and the way the program is because we don't
have a defined plan,
can't

say,

"well,

then it makes it hard because we

this unit

is going to be going on
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for the next
that?"

8 weeks,

I mean,

do you want to participate in

one day we could be doing volleyball

and the next day they could be doing basketball.
That's

just how it goes.

-of-your-pants program.
everybody happy to make

Given the choice,

It's more a fly-by-the-seat
Whatever is going to make
it easier.

Keegan believed he could accomplish more

when he worked separately with the boys'
Emmie

shared similar beliefs

classes.

Because

in this regard and the

workplace did not challenge them,

there were few

coeducational physical education classes at Jacksonville.

Student

influence on school climate.

influenced these teachers'

work in ways other than those

related to curriculum and instruction.
student behavior had a significant
climate.

Students

Student culture and

impact on school

Teachers were required as part of their jobs to

be disciplinarians.

They were to make sure that

students

acted in appropriate ways not only in their classes,
also in the bathrooms,

cafeterias,

hallways,

and anywhere else on school grounds.
study indicated that

but

locker rooms

Teachers

in this

it was getting more and more difficult

to discipline students

for inappropriate behavior.

This
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was apparent

in all

schools,

but

in the largest

school

teachers actually feared for their safety.
Some teachers at Lukie admitted that they absolutely
refused to get

involved when students were fighting because

some teachers had been hurt.

In addition,

teachers had

been stalked and physically assaulted by vengeful
for reprimands

students

following inappropriate behavior in school.

Two of the physical educators at Lukie had been victims of
such assaults.

Dorothy was punched in the face by an angry

student while trying to break up a fight,

and three angry

boys went after Alley with a metal pipe after he caught one
boy in the locker room when he was supposed to be in class.

Dorothy

[Lukie]

or what

is coming through that door.

-

It's scary because you don't know who
It's just a job -

this place is going to function with me or without

me and it's not going to be without me.

You make

those decisions.

Anyhow,

I used to be.

just let a lot of things slide that

I

normally wouldn't.

Alley

[Lukie]

battery,

I'm a lot more laid back than

Self preservation.

I've been to court twice,

trying to sue me.

own students,

assault and

It's never been one of my

it's somebody else's student.

I
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Monitoring the corridors,

monitoring the locker rooms,

I've kind of mellowed a bit.
appearances.

A couple of court

I kind of walk away.

You feel

like a

wimp sometimes.

Experiences like these threaten the safety of teachers

in

the workplace and definitely had an effect on how willing
these teachers were to interrupt

students disobeying school

rules.

Student

influence on how teachers spend their time.

Teachers are not only struggling to keep law and order in
the

schools but they are also being asked to deal with a

great number of
the school.
a host of

social problems with origins external to

Mary pointed out that

students bring with them

individual needs that make it very difficult to

deal with them collectively as a group.

Rose agreed and

offered an example.

Rose

[Lukie]...within the concept of teaching at a

high school,
students'

the social aspect of high school and the

lives outside as well as

inside the school

completely separate of the academics
important role in what they do.

- play such an

Even within our
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program.

If a girl

abused at home,

is pregnant or a boy has been

they come

into school

in the morning.

Really -- whether or not they take physical education
is of such little consequence

As Rose suggested,

teachers'

in their lives.

interactions with

students go far beyond their instructional duties.
Teachers
schools
Emmie,

indicated that the problems students bring into
from the outside require a lot of teachers'

for instance,

felt that a big part of her job at

Jacksonville was to counsel her female students.
the

informal

ideal

time.

To her,

structure made physical education classes an

setting for talking with students.

Emmie organized her classes

As a result,

in ways that allowed her

maximum opportunity to talk with students.
Students who refused to participate

in physical

education classes or who skipped classes all together also
required teachers'

time.

Teachers

in all three schools had

to spend additional time dealing with students who refused
to change

for class or supervising the non-participants on

the side lines while at the same time dealing with those
students participating in class.
to account

In addition,

teachers had

for students who were missing from classes.

This entailed checking names on the school's daily
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attendance list and reporting those students who were
suspected of

skipping class to the office.

A follow-up was

also necessary to ensure that no mistakes were made and
that

students who were skipping received the appropriate

consequences.
At all three schools a large portion of the physical
educators'
participate

time was spent trying to convince students to
in classes.

As referred to earlier,

non¬

participating students distracted both teachers and those
students who were participating.

At Lukie,

solve non-participation problems was built
administrative duties of the teachers.

an attempt to
into the

All students who

were not changed for class reported to a classroom called
the non-participation room.

The physical education

teachers were assigned to watch these students.
all other teachers

This

freed

from this responsibility for the period,

allowing them to deal exclusively with those students
intending to participate.

Language barriers
some

individuals.

influence teachers'

ability to teach

Language barriers required teachers to

spend more time with some

individuals in their classes.

Teachers at Lukie were finding more non-English speaking
students

in their classes.

The language barrier offered
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yet another challenge to teachers as they tried to teach
skills to large groups of students with varying ability
levels.

Having to teach non-English speaking students was

something these teachers were neither trained for nor
equipped to do,

yet students were assigned to their classes

sometimes without teachers even knowing the student
couldn't speak English.

Rose explained how this happened

to her:

Rose

[Lukie]:

bilingual

There is a large percentage

[students here]

[of]

and that indicates to me

some of the barriers we have.

I taught almost five

weeks in the class before I realized Salvatore really
had no idea what I was talking about.
everything by visual analysis.
nothing of what I was saying.

He was learning

He understood almost
I had no idea he

[couldn't speak English].

Summary
Although teachers expected to devote a portion of
their school day to non-instructional activities,

these

teachers believed that they were spending too much time on
the

non-instructional aspects of their work at the expense

of instruction.

These teachers believed that counseling
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students,

encouraging students to come to classes and to

change for classes,
office,

reporting missing students to the

and providing extra help for those students with

English as a second language were all important aspects of
their work.

Teachers in this study liked young people and

wanting to work with "kids" was the main reason they chose
teaching as a career.

Although not all of their

interactions with students were positive,

these teachers

said they enjoyed their relationships with students and
felt their daily interactions with students were one of the
most satisfying aspects of their work.
conversations,

however,

Further

revealed that teachers'

interactions with students could also be one of the most
frustrating aspects of their work.
Students'

expectations have forced teachers to

redefine their goals for physical education and to feel
that they must make classes fun in order to entice students
to participate.

This same charge is not necessarily

imposed on their colleagues in other subject areas
math,

science and English).

(e.g.,

Students go to their physical

education classes with the expectation that classes should
be fun — a release from the academic subjects.

The

unfortunate thing is that fun and learning in physical
education classes are not synonymous in the eyes of
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students.

Thus,

collectively,

students have a tremendous

influence on specific decisions teachers make about both
curriculum and instruction.

The bottom line is that

teachers are coerced into planning classes in which
students will be willing to participate.
means giving students choices,
for class activities,

Sometimes this

negotiating with students

or providing sex-segregated classes --

in direct violation of the law

(Title IX).

Students were more apt to choose activities because of
their presumed sex appropriateness,
chose a particular activity,

because their friends

or because they preferred the

particular teacher offering the activity -- rather than
because they were interested in the activity.

Male

teachers tended to teach male appropriate activities while
female teachers tended to teach female appropriate
activities.
students.

This bias was consistently observed by their
As a result,

students were attracted to certain

activities and turned-off to others,
reinforced teachers'

all of which

beliefs that coeducational classes

were not appropriate for high school physical education
classes.
Since the passage of Title IX,

secondary school

physical educators have been under pressure to incorporate
coeducational classes into their physical education
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programs.

Yet over twenty years later,

many secondary

physical education classes are still sex-segregated.
is in part due to students'

This

reluctance to participate in

activities with peers of the opposite sex and in part a
result of teachers'

preference to teach sex-segregated

classes in a workplace that does not challenge either of
these beliefs.

Teachers'

Finite Time and Energy is Drawn Away from

Instruction Toward other Responsibilities
Teachers'
duties,

non-teaching responsibilities included all

in addition to teaching physical education,

teachers were obliged to fulfill.

that

Examples within the

organizational domain included administrative duties
assigned to every teacher as part of their job

(e.g.,

supervising a home room or cafeteria during lunch time,
monitoring a study hall,

bathroom or locker room)

and

additional responsibilities that came as part of a dual
role generally held only by physical educators

(e.g.,

teaching physical education and coaching an athletic team,
teaching physical education and health).

Also included as

non-teaching responsibilities were such activities as
attending department or faculty meetings or inservice
training days.
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Examples within the cultural domain were less clear
and varied more from school to school.

These

responsibilities were not explicitly required as part of
teachers"

jobs

(although some of the examples used may be

required in some schools as an explicit part of a teacher's
job),

but were expected as part of the school's culture.

Examples included attending school functions
events,

band concerts,

theater presentations,

functions as chaperones),

counseling students,

social control throughout the school,
parents,

student
maintaining

reaching out to

attending faculty social events,

involvement.

(athletic

and community

Unlike the organizational responsibilities

that were clearly laid out as part of job descriptions,

the

cultural responsibilities were communicated as informal,
implicit expectations within each school.

Some teachers

took these on willingly while others avoided them.
others took them on reluctantly,

Still

feeling an obligation but

no joy and little personal satisfaction in fulfilling their
duties.
The school workplace demanded that teachers fulfill a
variety of role functions.
size of the unit
(organizational),
responsibilities

(physical),

This depended partly on the
assigned administrative duties

the school tradition for sharing
(cultural),

and being in physical
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education which has traditionally been linked with teaching
health and coaching

(cultural).

Multiple role demands.

While some physical educators

in this study were required by their schools to fill
multiple roles others chose to do so.

Regardless of

whether these additional responsibilities were required or
voluntary,

they required teachers to expend energies in

many different directions beyond teaching physical
education.

The number and demands of different roles that

teachers played influenced how they spent their time in the
workplace.

The more roles teachers had,

the less time they

had to devote to planning and instruction for their
physical education classes -- which was the primary role
they were trained for and hired to fulfill.
the number of roles,

some teachers had roles that they

preferred over their teaching
result,

In addition to

(e.g.,

coaching)

and as a

would devote more time to those roles that they

enj oyed.
Many teachers were hired or their jobs had evolved
based on their willingness to coach or with the expectation
that they would teach both health and physical education.
In many cases,
health,

these teachers were not prepared to teach

or were hired long before this became a
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requirement,

and therefore they had to devote a

considerable amount of time to educating themselves

for the

j ob.
Teachers were also assigned non-teaching duties that
required their time and effort
to official responsibilities

in other areas.

(e.g.,

In addition

faculty meetings,

monitoring study halls and bathrooms),

many teachers often

found themselves busy with such unoffical duties as
counseling students,
student

assisting colleagues,

and attending

functions.

Emmie

[Jacksonville]

you know physical education is

not coming in and teaching - making somebody a
stronger/faster person.

Physical education at

Jacksonville High School

is

when I

-

and I'm not exaggerating

say it's probably 50% counseling

type of thing here.

-

a social

I handle at least one situation a

day.

Teachers believed the requirements of their jobs
pulled them in many directions.

As a result,

they felt

less able to devote quality time to their teaching.
prevented even the most well

intentioned teachers

from

concentrating on physical education instruction and
encouraged many to resort to survival skills.

This

249
Size of School Affected the Number of Roles
In this study,

the smaller the school,

the more

diversified the physical educator's role became.

Although

teachers

in all three schools experienced multiple role

demands,

the extent to which teachers'

time and energy was

drawn away from instruction toward other responsibilities
varied considerably.

Non-teaching responsibilities

in a large school.

Teachers at Lukie were the least diversified in terms of
variety in responsibilities.

This is not to say,

that these teachers had few responsibilities.
exception of Mick who had just
time,

however,

With the

started teaching health part-

all other Lukie teachers taught only physical

education.

Two teachers were presently coaching while

eight had coached at

some time in their career at Lukie.

Lukie physical educators were responsible for
supervising the locker room during classes while students
were changing.

As part of this reguirement they had to sit

by the doors after class to ensure student cooperation and
to prevent

students from leaving early.

shortened teachers'
plans,

Although this

time between classes to organize their

it provided them with a more informal

which to interact with their students.

setting in

Rose actually

enjoyed this time spent with her students.
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Rose

[Lukie]

This

[picture]

is taken inside the

locker room five minutes left until the end of the
class,

and these students are standing in an area.

We call it door duty where one of us at any given
period is scheduled to stand at the door and keep the
students there until the bell rings.

What in effect

happens in this area is actually a chance for the
students to come up on an informal basis and discuss
just about anything.

Just as organizational responsibilities came from both
the school and the physical education department,
cultural responsibilities.

so did

The Lukie physical educators

paid little attention to the school's cultural
expectations,

but were held accountable by each other and

by Jonathan for the department's cultural expectations.

Non-teaching responsibilities in a medium-size
school.

Although teachers at Springdale had many of the

same non-teaching responsibilities as those discussed for
Lukie teachers
supervision),

(e.g.,

study halls,

hall duty,

locker room

Springdale teachers were also required to

teach both health and physical education.
their teaching,

In addition to

three of the physical educators at
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Springdale were presently coaching and all were assigned
administrative duties.
Because there was no physical education department
chair at Springdale,

the teachers had the additional

responsibilities of planning budgets and completing
paperwork that would normally be handled by a department
chairperson or district coordinator.
educators

(usually Mary and Carrie)

The physical
took on these

additional responsibilities even though they resented
having to do so because in other departments someone was
paid and given released time to do similar work.
reality was,

however,

The

that if they did not do it -- it

would not get done.
Teaching health has become a very common
responsibility for physical education teachers in secondary
schools.

All four physical educators at Springdale were

required to teach health classes as part of their job
description.

This had not always been so but when state

mandates required high school health classes,

the physical

education teachers were expected to teach them.

Although

this had cut into the physical education program and
required teachers to teach less in the gymnasium and more
in the classroom,
addition.

for some this has been an enjoyable

Carrie and Mary felt that after teaching
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physical education for so many years,

teaching health

provided them with a welcome challenge.
enjoyed his health classes,

Although Greg

he was less enthusiastic about

this added responsibility than either of the women.
Warren,

on the other hand,

did not like teaching health

classes at all.

Non-teaching responsibilities in a small school.

The

physical educators at Jacksonville wore the most hats.
Because of their multiple roles they often experienced role
conflict.

Emmie and Keegan taught both health and physical

education and coached.

In addition,

Emmie was also the

athletic director with no extra time allotted to carry out
her duties.

It was very common for Emmie and Keegan to

find their ability to do one job being jeopardized by their
need to do another.

The most obvious example of this was

the teacher/coach role conflict experienced by both
teachers.
I observed this in three different ways.

One common

occurrence was Emmie and Keegan combining their classes
with one taking all the students for the period while the
other tended to the groundskeeping duties.

A second

iteration was the teachers combining classes and getting
students involved in an activity in the space between the
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girls'

softball field and the boys'

baseball field.

Emmie

and Keegan then worked on their fields while watching the
activity in progress.

The third scenario occurred when

students were taken out to the fields,
rakes,

given shovels and

and asked to help with the chore of preparing the

fields for games.

In all three cases,

both Emmie and

Keegan felt uncomfortable with their situation but felt
pressured to do all jobs well.

Keegan expressed his

frustration with having dual responsibilities competing for
his time.

Keegan

[Jacksonville]

with the fields,

.

.

.

like us having to deal

it really bothers me that I have to

take away time from my kids to prepare my fields.
the same token,

By

I feel a conflict because I feel like

if I don't do this then my team is going to suffer
because of what they have to play on.
respect,

In that

just as far as the time allotted from one to

the other,

I don't feel like I have the time sometimes

to do either one of them.

The conflict Keegan felt between his teaching and
coaching not only took him away from his classes
physically,

but mentally as well.

On some days when there
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was a big game,

Keegan said that his mind might not be

totally on what he should be doing in the classroom.

That

might have been a day where he would scrap the lesson plan,
instead allowing a day of free play.

This would allow

Keegan to be there physically to supervise his classes but
also allow his mind to be somewhere else.
Emmie learned that in order to survive at
Jacksonville,

she had to be very flexible.

considered herself to be a "Jack

[sic]

She jokingly

of all trades".

Although she was responsible for teaching both health and
physical education,
program,
equally.

coaching and administering the athletic

Emmie did not like all of her responsibilities
She said her first love was teaching,

love was coaching,

and her third

her second

(which didn't come close)

was the athletic director's position.

Ironically,

Emmie

estimated that she ended up spending 90% of her time with
her athletic director's responsibilities.
Emmie's responsibilities did not stop with her
contractual agreement.
advisor,

She also was the Varsity Club

took responsibility for keeping the juice and soda

machine filled for the local teachers'
scholarship fund,

and,

association

because of her technical knowledge

about the speaker system,

was the key consultant for

assistance in setting up the gym or auditorium for
assemblies and other functions.
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Physical education classes at Jacksonville were
recreational in nature.

This was,

at least in part a

result of the many affiliated responsibilities that Emmie
and Keegan were called upon to do throughout the workday.
Whether required as part of their teaching jobs or
voluntary,

these responsibilities used time and energy that

might otherwise have been devoted to quality instruction in
physical education classes.

Summary
The teachers in this study were expected to carry out
a wide variety of responsibilities -- only one of which was
instruction in their physical education classes.

Although

teachers in smaller schools seemed to have more diverse
responsibilities,

all teachers in this study experienced

various degrees of role ambiguity,
strain.

role conflict,

and role

Two extremes were seen by comparing teachers'

responsibilities at Lukie with those at Jacksonville.
The example of Emmie and Keegan being responsible for
so many different things at Jacksonville clearly
illustrated how the heavy load of non-teaching duties along
with so many expectations draws teachers'
from teaching.
in a day,

energies away

With only so much energy and so many hours

teachers cannot be expected to give a hundred

percent in everything they are required to do.
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Although the question of teacher/coach role conflict
appears

frequently in the literature,

(Jacksonville)

only Emmie and Keegan

admitted that they experienced some role

conflict between their coaching and their teaching.
Although this was

frustrating for them,

it as part of their job.

Keegan,

they both accepted

however,

was more

frustrated with the situation but realized that under the
circumstances he could not expect to give as much to his
physical education classes.
Emmie and Keegan were the two teachers who coached the
most.

For those teachers who spent

coaching,

less time or no time

they experienced correspondingly less conflict.

There was no other non-teaching duty that created as much
role conflict as coaching.

Conclusion
Although these themes represent a list of workplace
factors that teachers
being important,

in all three schools

identified as

the meanings given to these themes were

sometimes similar and sometimes not.

This suggests that

these three schools represented three very different
workplaces that have some unique aspects,
share some broad similarities.
among workplace

but that also

This notion of differences

factors from one school to another has been
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shown systematically in this study by relating themes
identified by teachers to the physical,
cultural domains.

organizational,

Although it has become clear that each

school presents a unique workplace,

the themes suggests

that physical educators as a whole,

regardless of where

they teach,

and

may share some similar workplace experiences.

Taken one at a time,

the themes present a list of

specific workplace factors that teachers,

who represent

insiders to the world of work in schools,

perceived as

being important.

These

16

teachers

from 3

schools

generated a list of workplace factors remarkably like those
found by earlier researchers
Kershaw,

1987;

Veal et al.,

differ in specific content,

(Dombart,
1989) .

1987;

Griffin,

1985;

Although these lists

they demonstrate that these

teachers were able to identify particular aspects of their
workplace that enhanced their ability to do their work well
and particular aspects of their workplace that hindered
their ability to do their work well

(Templin,

1989).

This

indicates that teachers are knowledgeable about their work
environment and about

its effects on their work.

School profiles were based on all available data
compiled from each school.

The profiles describe each

school as a workplace consisting of particular physical,
organizational,

and cultural characteristics.

Although
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the profiles

in general represent the job of teaching

physical education in secondary schools,

they describe

three unique workplaces.
In addition to the differences highlighted by the
profiles,
in the

broad similarities

form of themes.

in detail:
OF

(a)

ISOLATION,

(regularities)

were presented

The following themes were discussed

TEACHERS FEEL AMBIVALENT ABOUT THE EFFECTS
(b)

TEACHERS LACK CONTROL OVER SIGNIFICANT

ASPECTS OF THEIR DAILY WORK LIVES,

(c)

TEACHERS SEEK

REWARDS FOR ACTIVITIES OTHER THAN PHYSICAL EDUCATION
INSTRUCTION,
LEADERSHIP:

(d)

TEACHERS FEEL A VACUUM IN DEPARTMENT

LIKE A BOAT WITHOUT A RUDDER,

(e)

TEACHERS ARE

INFLUENCED MORE BY STUDENTS THAN BY ANY OTHER ASPECT OF
THEIR WORKPLACE,

(f)

TEACHERS'

FINITE TIME AND ENERGY IS

DRAWN AWAY FROM INSTRUCTION TOWARD OTHER RESPONSIBILITIES.

CHAPTER 5
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chapter will
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results,
(e)

a

findings

current

Specifically,

an overview of

methodology used,

is

study and to

identified

(Chapter 2).

(a)

chaptODT

the

(d)

limitations,

and

(e)

conclusion.

Overview of
The purpose
of

of

how secondary school

schools
this

as workplaces.

research were

(a)

education teachers
do

this

they describe

about

their work?

study was
physical
The

study

context

educators perceived their
questions

that

(b)

How do

their work environment

secondary school
the

impact,

on their teaching?

More

if

in three

sense

the places

of

different

schools

talk

any,

of

the

specifically,

this

education

described and made

in which they worked.
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and what

physical

investigated how secondary school physical

teachers

guided

secondary school physical

being significant when asked to

education teachers perceive
school

to gain an understanding

specific

How do

describe

as

Study
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Three broad views of the school as a workplace have
been identified in the literature:
of the

school,

culture

(b)

how the school

(a)

the physical

is organized,

in which teachers do their work.

are described as separate,

but

and

setting
(c)

the

These components

in reality are intertwined

domains that make up the workplace for teachers.

The

physical domain consists of the physical characteristics of
the workplace.

The organizational domain refers to the

explicit order within schools,
that are

in place to govern the day-to-day activities

within individual

schools.

The cultural domain refers to

the usually unwritten norms,
form the fundamental basis
"rules"

the systems or structures

rituals,

and routines that

for what teachers consider the

for their personal and professional behavior in

schools.
Sixteen teachers working in three different
schools
study.

(grades

7-12 or 9-12)

secondary

agreed to participate in this

These schools varied significantly in size and

number of teachers employed within each physical education
department.

Each teacher was given a fully automatic 35mm

camera and a roll of 35mm film along with a shooting script
and asked to take pictures of their school which would help
an outsider understand what
school.

it was like to work in their

In subsequent audiotaped individual

interviews.
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the teachers talked about their pictures and explained what
each picture showed about their school and their work.
transcripts of this
topics

for direct

questions

first

The

interview were used to identify

field observations and to develop

for a final

interview with each teacher that took

place toward the end of the study.
I

then spent a minimum of three weeks at each work¬

site observing the teachers in each school.
period,

I

job shadowed teachers,

During this

literally spending entire

days at each teacher's side observing them throughout
typical work days and talking with them informally about
their work.
teachers

In addition to job shadowing,

in groups.

opportunities
workplace.
teachers'
time,

This also provided frequent

for informal conversations about the

The primary foci of my observations were
interactions with others,

what

demand,

I also observed

how they spent their

skills and behaviors their school appeared to

and in what ways they appeared to be responding to

the unique elements of the school workplace.

Field notes

were taken during job shadowing and observations,

and

transcripts were generated from tape recordings of informal
interviews.

A final

interview with each participant was

done to elicit more details and to confirm what teachers
identified as the most

important

school workplace factors.
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Finally,

I used the occasion to pursue questions based on

my observations.
Data were analyzed as

follows.

transcribed from the initial
described their pictures)
perceptions developed,

After the tape was

interview

(in which teachers

and profiles of each teacher's

profiles were constructed to

describe each school workplace as experienced by the
resident teachers.
At

the time of the first

interview with teachers,

I

began to group the recorded responses and comments into
broad data categories to accommodate the major regularities
(later referred to as themes)

within the teachers'

perceptions of their workplace and to allow searches

for

relationships among categories and for common elements
among schools.

Profiles and data categories were used to

focus my observations within the individual physical
education departments and to develop questions
clarification during the final

interview.

continued throughout the entire study.

for

This process

All data were

maintained on computer disks and were continuously updated
throughout the study.
School profiles depicted each school describing its
particular physical,

organizational,

and cultural

characteristics and introducing the physical education
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teachers who worked there.

Although the profiles generally

represent the work of teaching physical education in
secondary schools,

they describe three distinctly different

work environments.

Obvious examples of differences

included size of workplace,
responsibilities,

extent of administrative support

physical education,
colleagues,

number of non-teaching
for

number of physical education

and cultural expectations

for teacher

behavior.
In addition to the differences highlighted by the
profiles,

broad similarities

among the three schools.
of themes.

(regularities)

These were presented in the form

Inferences were made to associate each theme

with the appropriate physical,
domains.

also existed

organizational,

or cultural

While some themes fell clearly within one domain,

other themes cut across two or even all three domains.
following seven themes represent the workplace
the

sixteen secondary school physical educators

The

factors that
in this

study viewed as being important when asked to talk about
their school as a workplace;
about

the effects of

(a)

isolation

teachers feel ambivalent
(b)

teachers lack control

over significant aspects of their daily work lives,
teachers seek rewards
education instruction,

(c)

for activities other than physical
(d)

teachers feel a vacuum in
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department

leadership:

like a boat without a rudder,

(e)

teachers are influenced more by students than by any other
aspect of their workplace,

(f)

teachers'

finite time and

energy are drawn away from instruction toward other
responsibilities.

Discussion of Methodology
The particular methodological procedure used in this
study proved to be useful
questions.
engagement

in addressing the research

The combination of teachers'
in formal and informal

several opportunities

photographs and

interviews provided

for the participants both to think

and to talk about their school as a workplace.
to those data sources,

In addition

observations of the workplace and

job shadowing allowed close scrutiny of the daily routine
of each teacher in the study.
investigate,

This allowed me to

as closely as possible,

the daily work life

experienced by another individual and to look for
relationships between the teachers and their school
workplaces.

In addition,

multiple data sources allowed me

to compare information provided by teachers
different circumstances)
their work environment,

(under several

with my personal observations of
thus triangulating data related to

a variety of workplace factors.
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Advantages of Using Photography
The use of photography in this
several ways.

First,

study was valuable

in

it provided the teachers with a

working definition of a school as a workplace
where people like you go to work everyday).

(a place
Next,

it

provided teachers with both a method and an opportunity to
think about

their school as a workplace.

task teachers were asked to do

By virtue of the

(take some pictures that

would help an outsider like myself get an idea of what
is

like to work in your school),

it

they were forced to think

consciously about both the concept of a school as a
workplace and about the particular idiosyncrasies of their
school.
Third,

the pictures provided the teachers with a

structured format

for talking about their school as a

workplace and an opportunity for me to ask specific
questions about their pictures.

The pictures and the

explanations also provided me with a thorough introduction
to each school prior to my observations.
the pictures after the teachers'

By categorizing

explanations,

I was able

to get an initial understanding of the physical,
organizational,

and cultural domains of each school;

these

helped to direct my observations and to develop questions
for interviews.

By analyzing the particular photographs

taken by each teacher,

I was able to understand how these

teachers perceived their school as a work environment.
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Limitations of Using Photography
Although the use of photography was valuable in this
research,

it

is also important to point out the limitations

found during this study.

Although teachers were asked to

take some time to think carefully about what they would
like to photograph prior to actually shooting their
pictures,

it was evident that some teachers were more

spontaneous than others with this process.

In addition,

some teachers took the job more seriously than others,
were simply more creative,
thoughtful photographs.

or

which may have resulted in more

Furthermore,

some teachers were

able to provide rich explanations of each photograph while
others were far less articulate.

The transcripts were more

helpful as data in those cases where teachers were able to
talk in detail about their photographs.
Although all
36

exposure

photographs.
glitches

film,

teachers were initially given a roll of
not all teachers finished with 36 usable

Some pictures did not come out due to common

in photography

(e.g.,

while pushing the shutter,
lens).

In addition,

inadequate

and fingers

flash,

movement

in front of the

some teachers could not think of 36

pictures to take of their workplace.

Gender and the Collection of Qualitative Data
One question that plagued me throughout this entire
research project was whether or not the men in this study
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were as forthcoming as they might have been.
instances,

In some

they may not have been completely honest about

some of their perceptions.

Throughout,

my sense was that

the women seemed more willing to speak frankly,

at length,

and in specific detail.
The physical location of the men's offices made it
difficult for me to observe them in the same way I was able
to observe the women.

Because I am a woman,

it was

acceptable for me to spend informal time in the women's
offices.

As a result of my presence in a space where

teachers tend to be more casual,
through the surface reserve

I felt I was able to cut

(and the wariness with which

teachers regard all outsiders)

and earn their trust.

None

of this was possible with the men.
Conversely,

all my visits to the men's offices had to

be announced in advance and take place during times when
male students were not changing in the locker rooms.

This

limited my contacts with the men to more public moments
(e.g.,
rooms).

teaching classes,

between classes,

There was only one man

felt spoke frankly with me.

(out of 9)

in teachers'
whom I truly

To varying degrees,

that all the others were more guarded,

I felt

preferring to keep a

safe and comfortable distance.
Some of this may be the result of societal expectations
that allow women to be more open about their feelings than
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men.

It also is possible,

however,

that it may have been a

result of the men's effort to keep me,
and a woman,

as both an outsider

from invading their private male culture.

Were they uncomfortable,

or even unwilling to share certain

information with me because I was not one of them?

It

would be interesting to study the culture of physical
education with a male colleague to see if more or different
insights could be obtained.

Discussion of Results

There is a Relationship Between School Context and Teaching
Physical Education
This study,

like other research,

has found that school

context has a significant impact on teachers,

their work

and their behavior in the workplace

1987;

Griffin,

1985) .

(Dombart,

Schools have a strong role in defining the

job of teaching physical education.

Earlier researchers

have suggested that the apprenticeship of observation
(Lortie,

1975)

may be the most powerful socializing agent

in learning how to teach.

I would argue that although the

apprenticeship of observation provides teachers with an
early understanding of teaching,
programs provide students with

and preservice training
philosophical ideals and

269
technical skills for good teaching,
socialization
teachers'

(Lawson,

work.

1989)

occupational

has the strongest influence on

It is the individual school workplace that

ultimately determines the rules by which physical educators
teach and run their programs.
Once teachers enter the workplace,
"on the job training program",

they begin their

a part of the educational

process that is crucial to their understanding of the job
and survival in their schools,

much as the hospital

residency is an important part of learning to become a
medical doctor.

Unlike hospitals,

plan a student's experience
progress)

however,

which carefully

(and closely monitor their

to ensure that the necessary lessons are learned,

schools provide little planning for teachers'
in the workplace.
development,

Nevertheless,

first years

this aspect of teacher

whether it is planned for or not,

lays out

both the explicit and implicit rules and expectations that
must be met in order to cross the boundary that separates
insiders from outsiders

(Lawson,

1989)

in schools.

Although becoming an insider makes life in schools
manageable for teachers,

it does not necessarily ensure

that teachers suddenly become effective at doing their
jobs
Of the sixteen teachers in this study,

Keegan was the

only one still fighting to become an insider.

Although in
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his second year at Jacksonville,

he still struggled

internally between teaching classes according to his lights
or according to the constraints imposed by his school
workplace.

It had become obvious to Keegan during his

first year that teaching physical education at Jacksonville
was not what he had believed it would be.

Keegan continued

trying to define his work as a physical educator while
admitting that it was easier simply to develop a teaching
style similar to that of his present colleague and his
predecessor.

Schools Differ from Other Organizations
Schools are different from other organizations,

yet

many times we assume that they should operate the same
way.

The most common expectation is that schools should be

like businesses -- tightly managed from the top down with
precise goals and a balanced budget.

Teaching and learning

take place within the context of schools in ways which are
significantly different from the work that occurs in other
organizations

(Griffin,

1990; Handy & Aitken,

differences make teachers'

1986).

These

work in schools unlike workers'

jobs in other organizations.

Although researchers have

begun to investigate the school workplace,

there is a void

in the educational literature with regard to studies of the
school as a workplace from the perspective of teachers.

271
Because schools are different from other
organizations,

we cannot simply draw parallels from the

organization literature
business),

(primarily based on examination of

particularly when setting goals or evaluating

their effectiveness.

This is not to say that we cannot

learn from or even cautiously borrow some of the
understandings derived from the study of organizational
policies and procedures that are common to other kinds of
organizations.

Teachers in this study,

for example,

suggested that student learning would improve if schools
borrowed from the incentive model used in business by
setting clear goals,

providing middle managers to help

teachers achieve those goals,

using evaluation procedures

that contribute to those ends,

and providing pay incentives

to reward those who reach the goals of effective
instruction.
These teachers believed strongly that the school
workplace did little to define or encourage good teaching
in physical education and,

as a result,

in physical education programs.

condoned mediocrity

There was little

instructional leadership and few explicit rewards or
incentives for teachers who increased fitness scores or
improved motor skills among their students.
Findings from this study support the work of Dreeben
(1970;

1973)

and Handy and Aitken

(1986)

who proposed major
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differences between schools and other organizations.
addition to those differences

In

(outlined in Chapter Two),

this study identified two additional differences between
schools and other organizations:

(a)

schools bestow no

clear rewards on teachers who accomplish tasks for which
they ostensibly were hired,

and

(b)

roles on teachers which often result
demands.

schools
in

impose multiple

conflicting

These characteristics define secondary schools as

being significantly different

No time for management.

from other organizations.

In secondary schools,

physical education teachers are expected to be both workers
and managers.

In two of these schools no department chairs

were assigned to the physical educators,

leaving them all

departmental management responsibilities

(ordering,

budgeting,

decision making).

This is especially

significant because managers were assigned to all other
subject areas.

This caused physical education teachers to

believe that their department was not considered as
important as other subject areas,
teachers

contributing to these

internalizing their own marginality within the

workplace.
In addition,

teachers'

schedules did not provide any

additional time to carry out these extra managerial
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duties.

As a result,

teachers had to borrow from time

allotted for planning and instruction in order to carry out
required management tasks.

Multitude of purposes:
have a single purpose,

Unlike most organizations that

schools are continually being forced

by society to take on more responsibilities and thus to
redefine their purposes.
multidimensional,

The school has become

with teachers sometimes

feeling more

pressure to solve society's problems than to teach
knowledge and skills to students.
teacher's role

Consequently,

in schools has become ambiguous,

the
leaving

them unsure about their own purpose within the school
context.
Secondary school physical educators are especially
vulnerable to this professional ambiguity.
those
does

in this study,

Teachers,

like

are marginalized by a workplace that

little to provide support

for their teaching or

acceptance of their subject matter as a viable and valued
part of the total
direction

school curriculum.

(and no encouragement)

within the school context.
to the

to define their purpose

This problem is not unrelated

fact that physical education,

the same confusion about

They receive little

as a profession,

its purpose in general.

As a

shows
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profession we have been unable to reach agreement about
goals and objectives

in secondary schools.

As a result,

teachers teaching within the same department often hold
very different beliefs about the purpose of physical
education.

Students to serve.

In most organizations,

employees

who serve people usually work under circumstances

in which

those clients are willing participants in the working
relationship.

The teachers in this study perceived their

students as conscripts,

and thus believed that their

primary task was to solicit and maintain students'
voluntary participation in physical education classes
(Doyle,

1979).

As a result,

soliciting student

participation became the ultimate goal of these physical
education programs at the expense of all other
possibilities
or skill

(e.g.,

improvement of overall

fitness levels

improvement).

Because student participation was so important,
teachers developed curriculum and planned classes

in ways

they believed would encourage students to be active.
meant

This

it often was necessary to create class activities

from which

"participation"

could yield little or no

learning.

Although teachers'

beliefs about curriculum and
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instructional methods had to be altered,
for learning abandoned,

and their goals

these teachers concluded that this

was necessary for survival in their school workplace.
Because there were no organizational policies or cultural
values to challenge this situation,

student influences

became the major consideration for all curricular and
instruction decisions.

No clear rewards for accomplishing tasks for which
teachers were ostensibly hired.

In most organizations

workers are rewarded for doing the job they were hired to
do.

Usually this reward system parallels the priorities of

the organization.

Aside from providing teachers with the

contracted monetary reward,

the school workplace did little

to provide these teachers with a reward system that
informed their decisions about how to direct their time and
efforts.

As a result,

teachers were given the liberty to

prioritize and place personal value on virtually every
aspect of their work.

Teachers often chose to put more

effort into those aspects of their work that they perceived
gave them the greatest reward.
in physical education,

instruction

which ostensibly was what these

teachers were hired to do,
or no reward.

Unfortunately,

was perceived as yielding little

Consequently,

teaching for these teachers
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often received the least amount of their time and energy.
Instead,

they attempted to reap the more explicit rewards

from other aspects of their work such as personal and
social interactions with students and colleagues,
and the freedom to do as they pleased,

autonomy

and coaching

interscholastic sports.

Multiple roles which often imposed conflicting
demands.

In business,

each individual has a clearly

defined place in the organizational hierarchy.

This

assignment carries with it both clear expectations and
clear responsibilities.

Although physical education

teachers hold a place in the organizational hierarchy of
schools,

they fill a multitude of roles -- each with a

unique set of demands and responsibilities.

As a result,

physical educators must continually make decisions about
how to spend their time.
The challenge secondary physical educators have for
choosing how to spend their time becomes magnified because
the workplace provides no explicit system for prioritizing
their many roles and responsibilities.

Teachers are thus

left to respond to the powerful implicit messages they
receive within the school workplace,

messages which tell

them what is really valued -- and in the schools of this
study this was not physical education.
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Ha-ving multipl© itoIgs is sspscially t.]rus foir sscondairy
school physical education teachers because of the content
relationship between health and physical education and
because of the traditional relationship physical education
has with sports and recreation.

In this study,

school size

also influenced the number of roles teachers were expected
to play.

The smaller the school,

the more roles assigned

to the physical education teachers.
Teachers who had multiple roles experienced various
degrees of role conflict.
role that

There was no other non-teaching

created as much conflict as coaching.

Although

not all teachers in this study were presently coaching,
those who were,

for

coaching provided them with a great deal of

personal reward that they did not receive from their
teaching.

Although some teachers felt some degree of

reward from teaching health classes or from their
interpersonal relationships with students and colleagues,
coaching seemed to spark the most enthusiastic accounts of
personal satisfaction.

Perhaps this was,

in part,

the goals for coaching were clearly defined
and win games)

because

(teach skills

and teachers felt accountable to both their

school and their athletes for attaining these goals.
There was some evidence among these teachers that time
earmarked for instruction was devoted to coaching.
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Teachers were easily drawn away from physical education
toward coaching and other areas of their work where they
found substantial rewards,

clear accountability and the

opportunity to truly teach.

This is understandable,

given

that such conditions rarely are present in physical
education classes.

Further,

coaching and health

instruction are roles that were legitimated by others in
the workplace and thus received more prestige and value
within the overall school culture.

Schools are Different from Each Other
Although schools are similar in gross characteristics
and share certain regularities

(Sarason,

1982),

and

teachers share a common teaching culture at some level
(Feiman-Nemser & Floden,

1986),

the school profiles and

themes reported here confirmed Cooper's

(1988)

that schools differ significantly in ethos,
staff,

character,

climate,

structure,

analysis

population,

circumstance,

and

history.
Results reported here also lend substance to Dreeben's
(1970,

1973)

assertion that the context of the individual

school makes teaching in one different from teaching in
another.

The data from this study indicate that teaching

physical education,

definitely varies from school to
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school.

Although the construct of teaching infers work

that is coTTimon and. well-known,

work in schools varies in

relation to the specific context of each -- due to
significant differences in the physical,

organizational,

and cultural characteristics of each school.

The physical education subculture defined the largest
differences among schools.
somewhat in physical design
gymnasium,

Although schools differed
(size,

location of the

number of available teaching stations)

organizational policies and procedures
scheduling,

teachers'

and in

(budgeting,

non-teaching responsibilities,

and

inclusion of a department chair for physical education),

it

was the cultural variations among these schools that
defined their most important differences.

These schools

represented workplaces in which many subcultures existed
simultaneously -- mini-cultures with cultural properties of
their own.

Teachers were members not only of the overall

school culture,

but also of several subcultures which had

powerful influences on their lives.

Bruckerhoff

(1991)

studied high school history teachers and discovered
subcultures existing even within a single history
department.

The physical education teachers in this study

also were simultaneously members of several subcultures.
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Examples include subject matter,

coaching,

male and female

subcultures.
Although the concept of culture and its implications
for physical education teachers'
the specific focus of this study,

work in schools was not
findings imply that it

was the physical education subculture which ultimately had
the strongest influence on these teachers and on how they
perceived their schools as workplaces.
gave meaning to the job of teaching,

This subculture

creating and enforcing

the rules followed for teaching physical education within
each school.
Although the data from this study indicate clearly
that the participants shared this subculture,

the data

cannot identify how the particular cultural properties of
the physical education subculture differed from the overall
school culture or from other subcultures in the school.
Through observations and interviews,

however,

it was clear

that the physical educators defined their roles as being
distinctly different from those of other teachers in their
schools.
As in all research,

findings from this study lead to

such additional questions as:
1.

Do other departments also operate as subcultures
across all secondary schools?

281
2.

If

so,

are these subcultures further divided into

additional
3.

subcultures?

How do the properties of the physical education
subcultures within individual high schools compare
to the broader physical education subculture?

4.

From what does this physical education subculture
derive

5.

its properties?

Are the physical education subcultures

in these

schools unique or are they similar to one another?
Although the overall

school culture influenced many of

the decisions that were made about physical education in
these schools
chairperson,

(e.g,,

designation of a department

budgeting,

scheduling),

findings from this

study imply that the physical education subcultures within
each school had a stronger influence on decisions made
within physical education
instructional decisions,
incentives).
decisions made

(e.g.,

curricular and

grading policies,

teacher

Even when school policies were set to guide
in physical education,

physical educators

sometimes chose to ignore them when they ran contrary to
the values of their own subculture.
For example,

in spite of the fact that curriculum

guides outlining goals to teach skills and improve fitness
existed in all three schools,

in no school did the
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administration,

other teachers,

or students hold the

expectation that students would learn motor skills or
improve

fitness

in physical education classes.

result,

these physical educators appeared

As a

(unanimously)

to

value student participation in physical education classes
above the

formally specified student outcomes.

Consequently,

all curricular and instructional decisions

were made with this implicit,
mind.

socially negotiated goal

in

Teachers chose activities that they believed would

be popular among the students,
recreational game-playing mode,

organized classes

and constructed grading

policies that rewarded attendance,

changing into

appropriate clothing for participation,
itself

--

in a

and participation

rather than achievement of educational outcomes.

The physical education subculture was subdivided
further into additional

subcultures.

In addition to

physical education forming a subculture within the
workplace,

additional

subcultures

physical education subculture,
school culture.
subculture,
subculture.

Examples

formed within the

creating another layer of

from this study included a men's

a women's subculture,

and a men's coaching

Although each teacher held membership in the

larger physical education subculture,

their membership in
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these additional

subcultures also influenced their

attitudes and beliefs about teaching,

and in many cases

caused dysfunctional divisions among physical educators
within the same department.
projected a united front,
that

Although teachers initially

continuing conversations revealed

small groups of teachers working within the same

departments viewed their roles and their work differently.
The most powerful

influence,

and the one that created

the largest division among teachers in these departments,
was the subculture created by gender.
study strongly suggest that

Findings

from this

in addition to sharing a

physical education subculture that was different
overall

school culture,

from the

the men and the women formed

subcultures within each department that were significantly
different

from each other.

set of norms,

values,

Each group generated their own

beliefs and behaviors that defined

their work within the department.

Many times,

one set of

norms guided their behavior inside their sex-segregated
locker rooms and another set guided their behavior outside
in mixed company.
Subcultures

formed around gender might be expected,

given a similar division in society and our history of
separate physical education teacher preparation programs
for men and women in the past.

These divisions may also be
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a natural

response

locker rooms

to

the

and the physical

space provided
Findings

design of

suggest

teaching-oriented.

that

coaches who were

the men's

the women's

Evidence

sport-oriented

supervising

separate

office

still

coaching

school

conversations

among the men

subculture was more

(whether

system or not),

about

in their

the women's

subculture

larger number of male

particular activities being taught
Hints

subculture was more

for this men's

included the

their present

sports).

of

for men and women.

sports-oriented while

being

job requirements

the

it was within
sport-dominated

locker rooms,

by the men

and the

(traditional

subculture being more

teaching-oriented came

from the

attending professional

conferences,

about

and the particular activities

students'

taught

needs,

by the women

(more

Implications

Preservice:
The
workplace
are

lifetime

as

not

in this

more

conversations

to Work

in Secondary Schools

study perceived the

supporting the

Findings

being

activities).

instructional

traditionally encouraged in preservice

programs.

females

for Teacher Educators

Preparing Teachers

teachers

larger number of

from this

study are

school
efforts

that

training

similar to

those

of
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McLaughlin,
found that

(1993),

Metz

(1993)

and Doolittle

(1993)

teachers respond to this lack of support

who
for

instruction by adjusting their own goals and expectations
for student outcomes in exchange for students'
in class

(see also Powell,

Farrar & Cohen,

1985) .

unrewarded for their instructional efforts,
this study compromised in two ways:
expectations

for desired student outcomes

or improving fitness)
realistic
sense of

(a)

cooperation
Feeling

teachers

in

they changed their
(learning skills

to something they regarded as more

(participation),

(b)

they enhanced their own

satisfaction by focusing their energy on other

aspects of their job where they perceived their efforts to
be better rewarded
There

(coaching,

personal relationships).

is evidence from this study that

that these teachers were taught

in spite of all

in preservice education

programs about what good teaching in physical education
should be,

their experiences

in the workplace caused them

to disregard those notions by redefining good teaching in
relation to site-specific expectations.
teacher takes a job in a school that
expectations are revealed
assertion is true,

It

such site-specific

(Zeichner & Gore,

then what

is not until a

1990).

If this

implications does this have

for teacher educators?
All
not,

students,

whether they go on to become teachers or

have strong ideas about what

life in schools

is like.
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This

is

due to their apprenticeship of observation

(Lortie,

1975).

High school

students who want to become

teachers may be more aware of teachers and of teaching
during this apprenticeship of observation than students who
wish to pursue other occupations.

Students who come to

preservice training programs wanting to become secondary
school physical education teachers thus may enter with very
strong ideas about what teaching physical education in
secondary schools
Unfortunately,

is like

(Hutchinson,

1991) .

their ideas are based on limited and

unsystematic exposure to physical education teachers'
work.

They have little basis

for looking critically at

what they experience or reflecting about what physical
education might be.
wider public)

Too often potential teachers

(like the

confuse teaching physical education with

participating in sports,

playing games,

or even coaching,

and many who enjoyed high school programs with such
emphasis want to maintain the status quo
Woodford,
I

& Mulling,

(Templin,

1982).

suggest that by the time potential physical

educators enter preservice training programs,

they have

done more than merely observe their physical education
teachers at work;

many have actually identified with some

aspect of the physical education subculture

(e.g.,

the
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coaching subculture,
subculture).

the men's subculture,

the sports

Their decision to become a physical education

teacher is based somewhat on wanting to continue their
affiliation with this subculture into their adult life.
would suggest that

it

I

is this need to remain affiliated

with a subculture that attracts the majority of students to
our profession,

rather than an interest and a desire to

teach high school
Conversely,

students.
I also suggest that other high school

students may be interested in teaching games and skills to
students,
be the

but are uncomfortable with what they perceive to

subcultures of physical education.

In this way,

they are discouraged from entering our profession.
As teacher educators,

we need to become more

knowledgeable about culture and subcultures and investigate
more thoroughly the beliefs undergraduates have about
teaching physical education.

We need to facilitate

discussions about the purpose of physical education in
secondary schools and attempt to forge a sustainable
agreement about the purpose of physical education in
secondary schools.
Students enter preservice training programs with rich
knowledge about one particular secondary school
school

they attended.

--

the

Teacher educators can help students
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examine and challenge their cultural beliefs and knowledge
about

their own physical education experiences by

discussing the various high school physical education
programs experienced by their students.

School

observations can be designed to look beyond curriculum and
instruction towards critically examining schools as places
where teachers work and attempting to understand the
subcultures of physical education.
If we want
education,

school reform to include physical

then we have to help undergraduates

imagine and

adopt a different value system with regard to their subject
field.

Teacher educators need to have a clear vision of

what ought to be happening in high school physical
education classes that
They must

is different

from what does happen.

take responsibility for helping trainees acquire

both sophisticated knowledge about school culture and the
skills needed to help them make the transition from
outsiders to insiders

-- without trading away their sense

of appropriate personal values and program goals.
Future teachers will have to become more
smart"

"school

with skills for identifying particular cultural

characteristics that match their own beliefs about teaching
physical education.

Whenever possible,

should be taught to solicit

potential teachers

jobs carefully in schools where
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expectations

for physical education most closely match

their own personal beliefs
happen,

(Yee,

1990).

When this cannot

potential teachers should at the very least

graduate

from college with a template for looking at their

school which will help them to learn about the specific
physical,

organizational and cultural

their school as a workplace.

idiosyncrasies of

Such a framework for social

learning might make their first year less an occasion for
frustrating experiences

Inservice;

in trial-and-error learning.

Helping Physical Educators Working in Secondary

Schools
In spite of an understanding of the school as a
workplace and an awareness of the influence that
culture may have on teachers'

ability to teach physical

education in secondary schools,
suggest

school

findings from this study

that helping those teachers who are already

established in secondary schools will not be easy.
Teachers
was yet

in this study knew,

ideally,

they also believed that

what good teaching

(due to a variety of

reasons that differed among schools)

there was a definite

difference between this ideal and the reality of teaching
physical education in their school.
had taught

in their school

Most of these teachers

for over twenty years and
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indicated that they had tried continuously to work within
the constraints of their particular situation to improve
their physical education programs only to come up against
roadblocks

(e.g.,

ability groups,

no money,

large classes with mixed

little administrative support,

no

expectations

for student

learning to occur in physical

education).

The secondary school workplace did not

support

their efforts.
Although these teachers have learned to live within a
workplace that does not

support their efforts,

they wished

things were different.

They wanted to be a valued part of

their schools and believed that they had knowledge and
skills that were important to the lives of students.
spite of this,

In

these teachers believed it would be a waste

of time to try to change attitudes and beliefs about
physical education because they truly believed this could
not be done.
was.

It was simply easier to accept the job as

it

These teachers had come to understand that the

ostensible purpose of employment

for which they were hired

never was a genuine expectation of their employer.
This presents a major problem for those of us who want
teaching to occur in secondary school physical education
programs.

Perhaps we need to extend our teacher training

responsibilities to follow our graduates through their
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first years

in the workplace and improve our inservice

efforts to help experienced teachers negotiate for a school
culture that

supports teaching in physical education.

Conclusion
The particular themes identified by the teachers
this

study portrayed workplaces that

fostered marginality.

Physical education teachers not only felt
were
view,

left out.

in

left out

--

they

These teachers were physically hidden from

organizationally excluded from the political

hierarchy of their schools,
overall

school

culture.

and not respected within the

Physical educators embraced this

isolation and viewed it as autonomy,

even though it may

have been

(Bain,

This

"autonomy born of neglect"
study indicated that

1984,

p.

137).

secondary school physical

education teachers want to believe that they are a vital
part of the school workplace and that they provide a
service for students.
incentives

Because the workplace provided no

for teaching motor skills or improving fitness

and did not value physical education,
their own rewards.

teachers looked for

Teachers devoted time and energy to

tasks that provided them with satisfaction and feelings of
self-worth,

leaving less time for their teaching.

This

practice went virtually unchallenged in the workplace.
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The practice of physical educators spending time on
their coaching at the expense of their teaching is so
pervasive in secondary schools that students enter college
and university teacher preparation programs with the
expectation that although they are studying to be physical
education teachers,

what they learn about the task is of

little real value.

They are headed for careers as coaches -

- not teachers.

This supports Lawson's

career contingencies,
contingency coaching.

that is,

(1983)

notion of

teaching is a career

The nature of the school workplace

clearly promotes this belief.

Students watch this

happening in their schools during their apprenticeship of
observation and truly believe that it is acceptable.
Even though the participating teachers did not use a
common vocabulary to talk directly about their schools as
workplaces

(nor did I expect them to),

they were adept at

talking about their schools in relation to their work and
were aware of how specific aspects of their workplace
determined their success
Most

(or lack of success)

(fourteen of the sixteen)

as teachers.

had worked within the same

school building for over twenty years and as a result were
intimately in tune with their work environments.

This made

them experts on the subject of their school as a workplace.
The degree of influence that the particular
idiosyncrasies of the individual school workplace has on
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teachers and their teaching remains unclear.

Physical

educators certainly are influenced to some degree by
experiences as school pupils and by their preservice
teacher training programs.
teachers must

Once inside their workplace

"learn the ropes" and are influenced to "do

things our way".
explicit terms,

These lessons are not always taught in
but through both covert and overt messages,

and a reward system that frequently is vague and
unspecified.

Teachers learn to do their jobs in response

to the particular school in which they are employed.
Because the secondary school physical education
departments were culturally isolated from the rest of the
school,

data revealed the inhabitants had evolved their own

culture -- a subculture within the larger context of their
schools.

Within these subcultures,

for themselves which norms,

values,

the teachers defined
beliefs and behaviors

had value and consequently set the standards for how things
were done within their department.
This study stopped short of describing each school
culture,

and did not ascertain whether other faculty in

subject areas also formed distinct subcultures.
do suggest,

however,

that the norms,

values,

Findings

beliefs,

and

behaviors shared by the physical educators within each of
the three schools investigated were not the same as the
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norms,

values,

school culture.
workplace,

beliefs,

and behaviors shared by the overall

Taken in the context of a school

physical education teachers are,

indeed,

a breed

apart -- the kind of teachers whose professional lives
would remain invisible within different forms of research
directed at school culture.

Suggestions for Further Study
The purpose of this study was to describe the school
as a workplace from the perspectives of secondary school
physical education teachers.

It has become apparent that

the school workplace is a very complicated environment that
strongly influences physical education teachers'
about how they teach in their schools.

decisions

There still is much

to learn about the relationship between secondary physical
education teachers'

work and the context of the high school

as a workplace.
Data from this study point to the cultural domain as a
powerful influence on teachers'
teaching.

More specifically,

decisions about their

findings from this study

suggest that in addition to powerful school-wide culture,
physical education subculture exists -- with its own
component subcultures.
attitudes,

These subcultures influence the

ideas and behaviors of both veteran and

prospective physical education teachers.

a
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Many important questions remain regarding the school
as a workplace.

Are physical education subcultures similar

from school to school?

What are the cultural

characteristics of the men's/women's physical education
subcultures?
education?

What other subcultures exist within physical
How early in the teacher socialization process

do potential physical educators become aware of or join
these physical education subcultures?

Can ideas,

values

and beliefs within a subculture be changed to enhance a
greater possibility that teachers will work comfortably
together so students will learn motor skills and improve
fitness levels in physical education classes?

Appendix A
INITIAL LETTER DESCRIBING PROJECT
TO:

Secondary School Physical Education Teachers
Thinking about Participating in a Research Project

FROM:

Kathy Pinkham,

University of Massachusetts/Amherst

Home address:

DATE:

****************************************************************
My name is Kathy Pinkham and I am a doctoral candidate at
the University of Massachusetts in Amherst.
I am presently
working on my doctoral dissertation and am looking for
members of fairly large (3 or more teachers) physical
education departments to be a part of my research.
It is
important for me to emphasize that final selection of
participants will be based on the willingness of all the
members of a single department to participate.
This study will investigate the school as a workplace from
the perspective of secondary school physical education
teachers.
More simply, I want to understand schools as
places where people like you go to work everyday -- what I
call a workplace.
I am contacting you, and the other physical educators in
your department, to see if you would all be interested in
participating in this study.
If, after reading this
letter, you are interested, I would like to talk to you in
person about this project.
I would also need to talk with
the appropriate administrators to be sure that I had their
permission to work with you on this project.
The specifics of your role in this study are outlined
below:
1.

As the first step, I would like you to take some
pictures -- pictures that would help an outsider, like
myself, to get an idea of what it is like to work in
your school.
No technical skill is required.
I would
provide some simple instructions.
By following them
you should find your part in this study both simple and
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enjoyable.
time.

It

should not take a great deal of your

Some planning, however, will make the job easier and
the results better. Not all pictures will have to
be planned.
Work sheets will be provided to help you
think ahead of time about what you want to shoot.
2.

After the pictures were printed I would want to sit
down with you to talk about them and have you explain
what each picture shows about your school and your
work.
This meeting would be audiotaped.

3.

Next, I want to come in and observe your department for
approximately three weeks.
During this observation
period, I would "job shadow" each physical education
teacher in your department for about two days.
This
means that I would follow each teacher throughout their
workday observing classes and other duties.
The
remaining time, when I would not be observing single
teachers, I would be doing general observations.
During my observations
see.

4.

I will be taking notes of what

I

Finally, I would like to talk with you one more time in
the form of a formal interview where we would sit down
for about 45-60 minutes and I would ask you questions
about what I have learned about your school as a
workplace.
This interview would be audiotaped.

Your participation in this study will help you to think
about your school in a very different way.
I will share
with you copies of your interview transcripts and, at the
completion of my work, will send you a copy of the results
of this study.
At no time will I be evaluating your teaching, your
department or your school.
I am interested only in
learning about your workplace --not in passing judgment on
anything or anyone.
I am studying your school as a place
where you work and will be interested in seeing such things
as how and where you spend your time, with whom you spend
your time, how decisions are made in your department, and
how you carry out the work of teaching physical education
in your school.
I may also speak informally with other
teachers or administrators who come in contact with you
daily.
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In addition, any information that you give me about your
school will not be shared with anyone else in your school
building.
You, on the other hand, are free to share
information about your individual perceptions as long as
you wait until after all pictures are taken and the final
interviews are completed.
Please think about whether or not you would like to be a
participant in this study.
Please call me if you have any
specific questions.
I will contact you in a week to see
what you have decided.
Thank you for your time.

Appendix B
INFORMED CONSENT
THE SCHOOL AS A WORKPLACE: THE PERSPECTIVES OF
SECONDARY SCHOOL PHYSICAL EDUCATORS
I.
BACKGROUND INFORMATION:
My name is Kathy M. Pinkham.
I am a graduate student in the School of Education,
University of Massachusetts, Amherst.
For my dissertation
I am working on a study that examines the school as a
workplace from the perspective of secondary school physical
educators and examines how the workplace affects physical
education teachers' work.
II.
TITLE;
Perspectives of Secondary School Physical
Educators on the School as a Workplace.
III.
PURPOSE:
To define the school as a workplace from
the perspective of secondary school physical educators and
to examine how the workplace affects physical education
teachers' work.
IV.
PROCEDURE:
You will be asked to take a roll of 36
pictures of your school as a place where people go to work
everyday.
The camera is fully automatic so you need no
particular skill.
I will give you some general
instructions, but you will select the pictures in terms of
what you think is important and what will show everyday
life for a physical education teacher in your school.
You will then be asked to participate in an interview.
This interview will be approximately 45 minutes in length.
In this interview you will show me the pictures you took of
your school and talk to me about your school as a
workplace.
I will then come into your school as a non-participant
observer.
For approximately three weeks, I will observe
you and your colleagues at work.
I may ask questions of
you and some of your colleagues.
I will record my
observations in the form of field notes.
You will then be asked to participate in a second
interview.
This interview will be approximately 45 minutes
to an hour in length.
In this interview I will ask
specific questions about your school based on information I
learned during the first interview and during my
observations.
Both interviews will be audiotaped and later
transcribed either by me or someone hired specifically to
transcribe tapes.
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V.
ANONYMITY;
In all written and/or oral presentations in
which I may use data gathered in my study, I will not use
the names of teachers, the names of other people associated
with the school, the name of the school or the school
district.
Fictitious names will be substituted in all cases.
The
only individuals who will be aware of the schools involved
in this pilot study will be the faculty members of my
dissertation committee.
Also, since I am working with
entire departments, I will not share any of your
information with other members of your department or other
people in your school building.
As this is not an evaluative study or an intrusive
investigation into your relationship with your students, I
would like to use some of your pictures as part of
presentations or even publications.
This will be
negotiated with you during our second interview and a
signed release will be obtained from you stating how the
pictures can and cannot be used.
VI.

USE OF DATA;
Information from this study may be used
the following ways:
A)

my doctoral dissertation

B)

discussions and presentations of the research
results to professional groups

C)

publications of the research results in professional
research journals.

VII.
WITHDRAWAL;
While consenting at this time to
participate in this investigation, you may withdraw from
the process at any time.
Furthermore, while having
consented to participate in this interview and having done
so, you may withdraw your consent to have specific excerpts
from your interviews used in any printed materials or oral
presentations if you notify me within 1 week following your
second interview at (xxx-xxx-xxxx) or (xxx-xxx-xxxx).
VIII.
USE OF DATA;
In signing this consent form you are
agreeing to the use of the materials from your interview as
indicated in IV, V, and VI.
If I want to use the material
from this study in any ways not consistent with VI, I will
contact you to explain and request your further consent.
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IX.
COMPENSATION:
No special compensation or free medical
treatment will be made available by the University of
Massachusetts if physical injury should occur in connection
with this study.
X.
BENEFITS;
At your request I will be happy to supply
you with either an audiotaped copy or a written copy of the
transcripts of your interviews.

I HAVE READ AND UNDERSTOOD THIS INFORMED CONSENT DOCUMENT
AND AGREE TO PARTICIPATE.

Date

Signed
Participant

Date

Signed
Investigator

Appendix C
SHOOTING SCRIPT

THE STUDY:
Thank you again for agreeing to participate in
this study.
This study will look at the school as a place
where people like you go to work everyday -- what I call a
workplace.
I want to look at your workplace from the
viewpoint of a secondary school physical education
teacher.
We both know that schools can be very different,
and the job of teaching physical education can be very
different in two different schools.
YOUR TASK:
As the first step, I would like you to take
some pictures -- pictures that would help an outsider, like
myself, to get an idea of what it is like to work in your
school.
No technical skill is required.
I have provided
some simple instructions below.
By following them you
should find your part in this study both simple and
enjoyable.
It should not take a great deal of time.
After
the pictures are printed I want to sit down with you to
talk about them and have you explain what each picture
shows about your school and your work.
HOW TO SHOOT:
It is very important that you take your
pictures independently from other teachers in your
department as some of them may be asked to do the same
task.
It is perfectly okay, however, to ask other teachers
in your department to be in your pictures.
Please, do not
go together to take the pictures.
Please, do not make
plans together about what to shoot.
Decide and snap by
yourself.
Talking with other teachers after you are all
done is fine, and will do no harm at all.
HOW MUCH TO SHOOT:
You have been given a roll of 36
exposure film.
Please use up all of the pictures, even if
you decide to take several different shots of some thing,
person, or situation that you think is especially important
to your work.
This will allow for pictures that may not
come out for one reason or another.
On this occasion you
do not have to worry about cost or being artistic.
Just
use the camera like your eye to see things that make your
workplace your workplace.
WHAT TO SHOOT:
Take pictures of the things that you feel
are important in your school, particularly those things
that relate to you and your work as a teacher of physical
education.
Please do not feel you have to be creative.
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What I need are ordinary, everyday snapshots.
Please, take
pictures of people, places, and objects that make up
everyday life in your school with most of the emphasis,
always, on your life and your work in your school.
Remember, what I need is to have your pictures and your
explanation of the pictures that will help me understand
your workplace and what is like to be there everyday.
HOW TO TAKE YOUR PICTURES:
You may do this any way you
want to
- but there are several ways you could approach
it.
One is to make one big trip and take all your
pictures.
Another is to take several trips, taking a few
pictures at a time and letting a day or two pass in
between.
You may want to consider going at different times
of day, sometimes when classes are in session, sometimes
between classes, and if you wish, before school in the
morning or in the afternoon after students have left.
If
there are places on the school grounds that you feel are
particularly important to your
work -- please take pictures.
PLANNING AHEAD:
Attached is a work sheet to help you think
ahead of time about what you want to shoot.
You may not
want to start shooting right away, and instead, keep these
sheets handy for a few days while you think about your
school as a workplace.
As you think of things that you
would like to take pictures of -- simply write them down.
This will save time when you go around to take your
pictures.
Not all pictures have to be planned.
Some will
catch your eye just as you walk around.
Don't hesitate,
just snap them.
Some planning, however, will make the job
easier and the results better.
These sheets can also serve
as a record of the pictures you have taken.
Thanks again -- should you have any specific questions you
can call me at xxx-xxxx.
Have fun!I

Appendix D
TEACHERS'

TIME LINE

Name of School__
Phone_

Expected Time-Line
_Initial contact with teachers/information letter

_Initial visit with Teachers/Deliver Film and
Camera

Estimated time for pictures to be completed

First interview to talk about pictures
Teachers' Consent Forms signed

Observation

Final Interview
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